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L : . ABSTRACT e

’A COMPARISON OF SECOND LANQUAGE LEARNING OF .ENGLISH FOR
“,AQADEMIC PURPOSES IN TRADITIONAL ANDXFOMMUNICATIVE PROGRAMS
M.L. Brassard

In this thesis-a ébmparison was made of two second language learning
programs designed to meet the special needs'of’foreign student§ studying
Eﬁg!ish for Academic Purposes (E.A.P.). dne of the programs was tradi-
t%ona]; thé othéf a’comgunicative, experimental approach. The traditional
program was grammar baseq_and focused on discrete errors and sentence-
leve? product}on. It 1ncorporat@d a situati&galist methodo]bgy in a
teacher;cegtered classroom. Lanhguage skills were not integraged systema;
tically. The communicative program was content based and focused on glo-

bal errors and discourse organizatioﬁ. _ It incorporated a problem-solving

methodolegy in a student-centered c1aégroom. Grammar was. not specifical-

!
ly taught and langquage skills were integrated systematically. Stuctured

L
! 2

writing samples were gathered during the third, sixth and ninth weeks of

) ‘ .
alten week course. Performance scores were generated based on a five-

. category evaluation procedure, (Tﬁe English Ability Profile), which as-

3 - . i ‘ 13 F, « .
sessed communicability and organizafion, language use, mechanics, vQcabu-
. . ; .

L4

- lary and content. The groups consisted of the high and Tow intermediate

-

levels from each program. Independeg; raters scqred all proto-

1 4
cols and high interrater reliabilities were obtained. The results indi-
Ve . .

. . . . ..
cated superior performance of subjects in the communicative program. p

EN

ne low ability gféup showea siéﬁifigant gains, cbntrary to previous
researchers expectations. More precisely, analyses indicated that the

communicative group made particularly significant gains in mechanics and
< : [ .-
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language ﬁse, hoth grammar components, and .communicability and organi-
zation, which reflects rhetorical -controd. Tée'tradit{onal group did
not score better on grammar facfbrs despite its explicit treatment.
Furtﬁérmo?e, tests of Feading and ]istéhjng comprehension indicated
superior achievement for the communicative program. Given the strong
evidence which suqéorted the overall approach of the communicati;e
prbgram, an analyéis of the thedretical'premises and a deécription of
the integral components of the inséructiénal system have been fnc]uded

T : 1 ¥
for the purposes of replication and program design.
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CHAPTER ONE
RAT IONALE

f .
wh

In recent years, research in applied lingin's’tics has challenged

the premises of the “traditiodal” 1anguage sy]iab'us »;md curriculum (Hatch, «

1978; Hyrﬁes, 19'70; Widdowson,-1972; Widkins, 1974, 1976),: The 'rationa]ej'
for this reexamination stems in part from th:e striking contrast between
the dearners' ability to use grammatical structures m classv and their

. inability to use that knowledge in real communication outside the class-
room (Macnamera, ‘19173; Vogeﬂ,rjote 1). This thesis describes an in-depth/”
empiricai comparison of the ;ffectiveness of a‘tra&ition“ﬂ vVS. a com-
municativé approach ‘to language in;truction. The subjécts ware students ‘

. H
in+an English.for Académic Purposes (EAP) program, the goal of which is

to enable learners to function within a second Tanguage academic environ-

14
\

ment. .

The model which under}ies the traditional curriculum stresses the
associative, repetit%ve and habit-forming aspects of 1anguag_e 1earm“ng‘-
insights frdm the work in behaviom‘s't psycho]o'gy. The resujting sylla-
bus is concerned. with language at the’sentence level and aimed at error-
free'productibn ‘of’ structures achieved throdgh pattgrn practice firi-ﬂs )
and spre-fabricated routines. In this instructional model the teacher
controls and dominates the classroom (Ho.1me§, 19.78', Long, 1975). '"The "
learner's input consists mainly of'resgpnses toh teacher-initiated ques-
“tions or situational dialogues. Thése teaching stratégi'e; 1a‘c,k~ real—

world authenticity. 1In the first case, the teacher is not reaﬁy asking

for information but is rather looking for the predetermined response

[}



poc

-~

‘(White,Note 2). In the second, the student is not really injtiating his/

her own original conversation. : /

~ R

. In order tg'build a theore)if?i’]\ foundation from whick to critical-
1y eva*] uate and alter the situational, grammar -based approach second'
Ianguage (Lz) researchers turned first to the work on first 1anguage ‘N
(L]) acqu151t1on (Brown, 1973) These acqu1smon studies suggested that
the L2 process is very s1mﬂar to the L] process (see Krashen, 1976 for
review). One central L] hypotbesw is that chﬂdr-en formuhte ru]:s |
about Tanguage and test these rules against what they hear; revising the -
s;lstem as they go'(B;mwn, 19}3). Researchers have postulated the ex—~=" g
istence of a‘simﬂar LZ process through the growth of an inter]‘&nguége
or a”transitional approximativé' system (Nemser, 1971). The learner's
inteﬂangpage" begins as a necessargily siAmph'fied system and develops as
the L2 speaker moves closer to native-like ‘product'io-n' (Richards, 1974 &
Selinker, 1972%., - T

A second hypothes1s which proved centra'l to the position of more
recent L2 research, is that second 1anguage develops as a result of
communpcaﬁwe 1nteract1on out of\wm ch grammatical structures are-
learned, rather than the reverse (Hatch; 1978); Subsumed in this hypd-
tthis is the notion that error prod‘uction is a natural part of language
learning and that it marks a systematic.progression in the deve]op'm;:nt
of a Tearner's interlanguage or transiéiona] competence ( Nemser, 1971).

The cumulative effect of these conclusions from language acquisition

research has been a kgtreat from the pedagogic reliance on a syllabus
2 ) ’
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based on pre-defermined grammar categories and pattern practise exer-

cises. -

Language Instruction

Syllabus dééién in second language instruction has now gra&ﬁa}ﬁ&
turned towards comnunicativqﬁ<5§;;tence (Hymes, 1973). This approach is
rooted'}n the social fﬁnctién Qf laﬁguage in use. Hymes maintains that
the communicative nature of language is as basic to our understanding of
the language prdbess,as are abstract grammatical systems such as Bloom-
field's structutral grdhmar or Chomsky's transformational grammar. In
order~tc“TTT;:iiate the arbitrary nature of these systemg, he points out

that/the same sentence may be given 'a single grammatical interpretation

- yet serve different communicative functions while different sentences

! “

may serve the same function. "He decided on the floor" represents a

form of semantic ambiguity, while the statements "The garbage needs to
‘ &

be taken out" or "Take out the garbage" could serve the Same communica-

tive ffunction. )

The woﬁkrof Hymes and his students has f6nned éﬁe;thEGrética1 basis
for the development of thé notional-functional approach to second langu-
age teaching'which emphasizes communication. The rationale for'the no-
tional-functional approach is intuitive]y sensible. It features the

classiroom presentat1on of authent1c language n§11fe like situations.

he not1ona1 functional approach does not, however; const1tute a

' fraﬁework of sufficient breadth to meet the demands of EAP program

s

. 13
design. Strictly applied, it translates methodologigally as the devglop-
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v ment of oral skills in every-day social situations. Many §écond Tangu-

. o ¢
\ . _ *%ge learners, particularly those jin this study, have goals beyoﬁ these

social needs. The notioﬁa]-functiona1 approach represents, in many

» %gspects, an a]terhatiae mode1 for- grammar sequencing. Ln order to ' !
meet the communicative needs of learners, programs must be de§ignéd ac-
cording to broader principles that ref]e@t‘rea1-wor1d language demands in *
a number of areas; gtype and'presentagion of language, methqdo]og& and
pedagogy. g - :

Commun1cat1ve Program Des1g*

by T

There are many factors which play a part in the design of ESL in-

-

struction. 'These have B@bn extensively examined on both theoretwcal and
q

! ‘ expgrimenta] grounds. From this and other work a body of theoret1ca1.

; i‘ principles for program design emerges. This study ipvestigates a com-
municative program founded on these brinciples, which include: use of -

language to carry out mean1ngfu1 tasks or to close information gaps,

i.e., a problem-solving approach, a student=centered c]assroom which pro-

i . . ' v

, motes interaction (Parks & Thibaudeau, 1981); a fécus an higher level

- e mbegn s W o %

: discourse unats, i.e., grammatically ungraded material (Parks & Thibau- X
i deau, 1981); and language input which is s1i§ht1;.beyond the learner's ‘ i
interlanguage stage, i.e., challenging material (Krashen, 1981). Eaca

is discussed in greater detail below. -

, Problem~so]91ng approach. An information éharing'and préb]em-sol—

‘ ving approach invL2 instruction providesfan opportunity for approximating

real world communication. This approach enta?T§\an understanding of the

1 -
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skills and strategies a Tearner employs to carry out 1earnind_tésks. B
These include a range of cognitive strategies, such as previewing,

skimming, scanning, reading for a purpose, note-taking, plannih? and

K

revising (Alexander, 1980; Flower, 197§). It also embraces the compre-

hension offrhetor{ca1 and discourse organization (Halliday & Hasan, 1976;

Kaplan, 1972). ! %

Student-centered classrooms. The student-centered classroom in-

creases the communication channels available t6 the learner. This struc-
ture accomp]isheﬁ two purposes. With regard to the affective domain,
it alleviates the anxiety of‘center:stage performancé for the Tearner
whenzs?lle% upon to respond to questions, to proQide commentary or to

initiate communication. From an acquisition perspective, it provides

a format which conforms to the requirements for real-world communication "

; {Léng, 1975; Taylor, Note 3). The learner is an active participant, at

{

turns following and directing the course of conversation. '":‘
A+ .

Discourse organization. The difficulties that L2 ledrners face iﬁ
developing Tanguage skills stem in pqrt frqm the arbitrary nature of
rhetorical organizatioé (Alexander, 1980; Kaplan, 1972); Complex dis-
course units have to be understood and maﬁipulated and in turn, rhetori-
cal conventions have to'made use of to meet the individudl's purpose. . -

The L2 learner is at a disadvantaé&, functioning:within the frqme—

. Y . N ' g
work of L rhetorical (logic and organization) system s/he does not con-

trol. Studies made of L2 wrijting indicate that rhetorical development

S ot i e SNSRI R e
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affectfjthe gioBa\ assessment of the 1earner's work (Jacobs, 1981;
Kaplan, 19725. Rhetorical conventions corréct]y used account for the
coherent flow and integrity of the writing. It hag been assefted thai?
L2 learners proﬁit\from an éxposure to chg]]enging and grammatically ‘
ungraded discourse units (Parks & Thibaudeau, 1981). As well, it is
argued that correction of errors affecting global organization is more
effective that correcting local grammar er}ors in improving the compre;
hensibility of ;entences‘(Burt & Kiparsky, 1972). This hypothesis has -
been extended to include higher level discourse units (Parks & Thibau-’

deau, 1981).

Input. The target language with which a learner is presented

stiould be slightly beyond the learner's current level of competence

kkrashen, 1978). " For thig ]anghage to become "intake", i.e. meanindful

and/or useful to the learner, the focus must be on :the communijcation of

the message, not on,tpe form. Kfashen submits that neither fréé conver-
sation nar mechanical drills satisfy the requirements for input. -
Furtheraore, he feels that the formal language learning environment

-

of the classroom may prove the most effective provider of comprehepsible
input éecause language contént and its s;;ﬁcture can be coptrolled to
satisfy.géquirements for intake. Support for this view can be found in
the studies of language acquisition in immersion programs (D'Anglejan,
1978; Swain, 1978). D’Anglejah submits that the learngr "must receive

input of the second language...and this input must be embedded in a

context of-social interaction.”

i 4 “ N
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Research Question
v

QMan% claims for the efficacy of the communicative approach have
been made (Long, 1975; Stern, 1981). ‘ﬁawever, as Corder (1980) recent-
1y noted, 1it?]e evaluation has been copducted. This thesis therefore
addressed the problem of investigatipg‘the effects' of a communicative
approach to L2 learning and compared theseato those of the tpaditiopal -
approach.

Comparative sfudies of teaghing methods are fraught with difficu]ty‘
Measures have to be taken to ensure a high degree of generalizability as
wé11 as reasonable attention paid ta‘internal ya]idity. To satisfy the ‘

‘requirements for external validity, assessment was made of tpe ongoing
learhing’process in real instrucpional setfings. 'However, the quasi—'
experimental design also called for the delineation of precise program
variables and criteria. These variables were identiffed and u;ed to ob-
jdctively evaluate the relative strengths and weaknesses of both "approa-
ches w1thout exper1menta1 b1as |

An 1mportant step in conductind a bias free compérison.bf teaching .
methods is the development aq? imp]ementatién‘ogva comprehensive and
objective dependent measure.. To this end, it was found that prior
studies have demonstrated that overall language aﬁility o% foreign stu-
&ents intending to follow a proéram of acade&ic studies in English can
be measured by means of written work (Brodkey & Young, 1981; Kaczmarek ,

1980). Thﬁ*subaect of investigation 1n this thesis therefore was 11m1ted e

\ ¥
‘to the production of writing in the L2 c]assroom. The cho1ce of wr1t1ng

kY
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as a,depeﬁdent measure is rooted in a number of consiaerations, theore-
tical as well as logistical. The learners-who were the subjects of this
study were gnrol]ed in language courses KE.A.P.) to prepare them for
university study at the graduate or undergraduate levels. The bulk of
the work they would undertake would invé]ve understanding university-

Tevel lectures, academic reading and expository writing. In the univer-

~sity setting the learner is required td communicate almost solely in

writing. Thus, the evaluation of his/her overall academic performance
depends greatly on the abijlity to competently carry out written tasks.

Both the traditional qﬁd cbmmuniqative programs from which subjects were

drawn include writing tasks in their curriculum. However, the conceptu-

q]ization and approach to'writing:differs in accordanéelwith their
?egpective theoretical and pedagogical principles. Theref&re,’it was
aexpected that di%férences between group§'wcu1d be detected by assess--
ments based on the evaluation of writing samples.

Mritten discourse also preseht;:cértafn logistical advantages as
a dependgnt measure. It is.a permanent recorﬁk:éccessib1e for evalua-

l >

tion. It can be gathered from subjects ové}'fhe'course of the program's

duration reflecting the cumulative effects of the methdd o} instructions.

Also, the written task can be integrated easily.into régu]ar course

-

work , thus'controlﬂing fér Ehe Hawthorne effect.

Jacobs, Hartfie],.Hughey and Wormuth (1977, 1979) have developed
f ‘ o

an assessment of the total communicativeness of the writfiing sample. The

¥

English Ability Profile féatures a five Tinguistic cate OQY rating scafe
. / N

-
] -
N 1

' \

.
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4research (Mullen, 1980). It ‘was expected that a measure of thxs kind

0 '\ . } a

. ' " . \& 9 i
. - v -‘ k '

composed of: communigability and orgahdzation, 1anguage use, content,

1 ] :

vocabulary and mechanics. As such, it takes imto account both global

discourse organizational-abflity and contro1 over discrete point gram-

mar. The use of sca]es ‘'of this type has been supported 1n other L2 : ' '

could distinguish. the ways in which writing skills developed in each

~

’of the two programs. T , «

Program D1fferences in Nrwt1ag,Sk11] Instruct1on - e

-~

[

The d1fference between a qrammar -based and a commun1cat1on€based

syllabus 15‘read11y apparent in ‘an analysis of how each deals wath the

1

. deVe}opment of. wr1t1ng sk111s The'traditiona1 program treats the

teach1ng of writing 1arge1y as the exp11c1t teaching of grammar. The.
learner 1s glven ‘explanation, of discrete grammai points and comp]etes

a551gned exerc1ses ‘Each set of exewtises deals with one. grammar po1nt

The introduction of each point follows the sequence of grading found 1n

ahy structura1 apprpach This approach does not emphasize the 1earner;s" -

deve]opment of a repertoire of macrg- Tevel sk11]s and strateg1es for -
N

L

P

producing longer texts It focuses on d1screte point accuracy Lssues :

~ “

of organ1zat1on and content are conf1ned mainly to the one paragraph—

topic sentence,’ body and conc]us1on— format. Th1s format is expla1ned

'through mode]s and controlled exercises. - Ass1gned wr1t1ng tasks are

'corrected primarily. for d1screte point grammatwca1 errors with lesser

1
account paid to.prqb1ems in ornanization. The student receives feedback

on local errors of discrete point grammar. - . ' .

L ¥
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The communicative program concentrates on the learner's develop-
ment of discourse organization.’ In-class work aims at developing the
requisite skills and strategies for undérstanding the structure o% a
wider vé?ipty ofvcontent'and length of written discourse than iswatf
temptedﬁin the traditional program. The activities are constructed to
simulate real-world communicative imperét{ves. An example of thﬁs kind .
is an activity known as information transfer in which a learner works
with otheérs to gather information from a number of sources to complete

a graph or_chart and write up the results. Assigned essays are.also

situated within a thematic context related usually to other in-class

work. Correction feedback emphasizes primarily those errors which in-

terfere with the communication ¢f meaning, although local errors are
called to the learner's atténtion, particularly if these be ‘'systematic
errors. This p?ogram does not teach a pre-established grammar.program.
Gremmar explanations are diven jn,responsg to learner's needs. Grammar

drills and exercises do not form part of the in-class work.

¢

ngotheses . '

The main issue this thesis addressed was the comparative langu-

.age development of learners in two 'different programs as expressed in

writing ability. Given the two approaches, would the communicative
program be‘as effective a$ the traditional program at facilitating
1anguagé chuisitidn?’ As has been reported here, research ind?catés
that a cdﬁmunicative program of the type described should ehab]e ’

the learners to make greater strides in qgveloping the language "

skills required for umdertaking university level work than would be

EN

W S eyl
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possible with the traditional progrém: It was, therefore, hypothesized
that subjects in the communicative program would demonstrate an overall

superior performasee on the writing tasks. More specifically, it was

" expected that differences between the groups would appear most strongly

in the communicability and organization category. Finally, despite the

attention to discrete errors given in the traditional program, it was

-

expected that the communicative groups would perform no better than. the

traditional group on scores for the grammar categories, language use,

and mechanics.

Program Design ' -

The second intent of this thesis wgs to provide prescriptive recom: ‘

mendations for the development of a commpicatjve syl}abus. Given that
the experimental approacﬁ)praved an effective means of language instruc-

tion, specific explanation of principal guidelines for and operational

e

functioning of a program of this nature would be pﬁ?posed.

. . . ¢
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- CHAPTER TWO
LLTERATURE REVIEW

Qurlunderstanding of second language acquisition has changed great-

']y during the last decade. The first goal of this review is to examine

the development of language instruction literature from the "traditional"

approaches to more contemporary techniques. It is interesting to note

© that many of the approaches long since rejected in some-'quarters are

still being systematically applied in others. There exists as yet no
consensus on how a second laﬂguage is best taught, or more accurately,
best learned. Thu;, one findgithat_various programs are "fixated" in -
certain periods or approaches, whife others have embraced @he changes
suggested by basic research: In most cases, a theorefica] position
spawned a practica]-solction, so, that the methodology of the instruc-
tional techniques closelymimicked the fundamental premises of the basic
re;earch.

Post-war instructiqn quickly adopted the behaviorist concept of
lanquage acquisition. The traditional syllabus, a prodﬁct of behaviorism
expressed in the audio-lingual, oral ér situational approaches, 1s‘based
on a suppositionlfhat the learner can improve primarily through the re-

petition of routines and patterns in practice (Carroll, 1965; Gagne,

4 965; Jackabovitz, 1970). It is concerned with accuracy of grammatical

}
form at the sentence level. The tolerance of discrete point grammatical
error i$ Tow. The traditional sylldhus is synthetic (Wilkins, 1976);

i.e., prior to instruction the language is broken down into its' warious

- *

P

-
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components: grammar structufe, li§t§ of'lexiéal,terms, et.. The
1ea;ner's task is to learn the individual parts so as to eyentua11y_
reconstruct the whole. In this context, it is not uncommon for the
‘learner to be characterfzed as knowing or not know{ng the present
continuous tense. Each'pew theory has challenged the behaviorist
position. These various approaches are discussed below.

Pattern Practice

Recent findings in neurophysiology suggest that the practices

promoted in the routine/pattern practice methods are counter-productive
ﬁo the central processes of language acquisition (Lamendel]a,IIQZQf;
At best, these drills can require the activatidn‘of the learner's

' ;monitor"_to recall rules in conversational contexts; only, however,
by an ind{rect route. It is postu]ateﬂ that mechanical drills are
carried out at a speech-copying level (Lamendella, 1977; 1979) which
is' functionally dissociated from highe} level Tanguage processing
sys?ems. These speech-copying circuits are ones which allow us to

-

repeat speech verbatim. This dissociation may qgcount for the detach-

mépt students evince when carrying out rote.exercises. If one can

dé%ine "meaningfu]" in the manner Lamendella hypothesizes, i.e. direct
~ac éss to grammatical knowledge without the need fpr conscious direction,
._Ihzn a traditional approach which incorporates this type of.activity is

not ‘providing the best ogportunities for lanquage Sunisition. it'is

this fundamental difference in’ the treatment of érammar which separates

earlier from more recent syllabuses. 2
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acquisition of morphemes in second language. The research question in o

The Importance of Grammar .

The traditional program investigated in this experiment was based

on a-structural grammar syllabus. This syllabus assumes that the learner

A ~

improves by building knowledge in a step-by-step process, each structure

must be perfectly produced before learning the next. LZ acquisition was

ot
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long consideréa a questiﬁﬁﬂpf grammatical knowledge. Indeed, graﬁmaf
description and presentd%ﬁ;h constitute the bulk of material found in
mos & L2 student texfsﬂ Formulas for their description and pedagogical
presentadtion comprise an importaqt part of methodplogy courses. However,

the justification for a grammar app;oach to syllabus design{is not

supported in studies of L, acquisition.

2 .
Second language acquisitgon. L2 acquisition research in the early

70's drew heavily of L1 (first language) research. Drawing on the
methdology and investigation areas of Brown and Bellugi (1968) and

de Villiers and de Villiers (1973), L, researchers first examined the

these studies asked whether the L2 acquisition sequence paralleled that of :
Ly (Bailey, Madden & Krashen, 1974); Dulay & Burt, 1974; Larsan-Freeman,
1975; Rosansky, Note 4). The results indicated thét the L2 acquisition

sequence did not .generally conform to the L] pattern. There were certain
)

" variances in the results of this research (Burt & Dulay, 1973; Larsan-

. Freeman, 1975). Soie of the anomolies identified were tentativelyattributed

to the testing methodology used to elicit the data (Krashen, 1977), or to
differences between child/adult Tearners (Dulay & Burt, 1974). When
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these factors were adjusted, many of these d%fferenceé were a]so’d
eliminated.

Closer scrutiny'ofﬁthe methodology and concept of mgrlheme acqui-
sition as a the;retica1 approeach to L2 acquisition has revealed certain.
problems bearing on the issue of grammar and its centrality to sy]]abus
design. These weée made evident by examinatioﬁ of methods of scori}\g,3 |
the methods of e11;iting pfoduc@ion and the categorization‘of grammati-
cal'fo?m produced in many studies. [f was pointed out that when mqstery—
of a)grbmmatica1 foFm is credited only when a 90% score has been at-

tained, information about what miéht be occurring at lev$1s below this

‘score is masked (Hatch, 1978). When the elicitation of the response

focusesldq form alone it ignores the qggstidn of context. The learner
may be using the form.in inappropriate'EOntexts. The question'of range
is alsp udbxémined.' If a learﬁér is said to have acquired the“copula
(the verb "to be") and the only form which appears is 'is' as in fits,
that's, this is', when no example of 'was, were, ém, are' Qere ca11gd
for, can it be said‘that‘thé copula has been acquired? (Hatch, 1978).
It also behooves one to question the criteria for consiqgring some
morphemes as more apprﬁpriate than others for L2 acquisition.‘ R.H.
Andersen's (1977) research exemplifies the problem by asking if de-
finite and indefinite artic1e§ 5héu1d be'considered'sepaﬁate categories
for investigating L

i 2
the interest in issues ratsed by morpheme acquisition studies is the

acquisition or only one (Hatch, 1978). A part of

question of whether grammar-based L2 teaching is central to any

A AR e b 3 e
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understanding of learning a second language. Thesé and other studies-

question this presumption. ' . ' ' t

Monitor model. The theoretical work of Steven Krashen (1977a, b) ()
challenges the premi{é that grémmar practice is central toﬂsecond lan- ‘
guage learning. Krashen's monitor model proposes that there are two . N ‘

\
systems: acquired and learned. According ta the monitor model, it is

- .

hypothesized that learning is available to the adult performer in
second language production only as a monitor;-that is, only to alter
the output of the acquired system (Krashen, 1977a).

learning (the Monifor)‘

. -
a 4 |
| , /
acquisition \V output
(A creative construction ' N
process)
— The Monitor Model for Adult Second Language Performance

s

The moni&qr, Krashen claims, does not feed into the acquisition process;

' acts as a type of filter. Furthermore, the learned system acts as

Pt st R BRI K MM A st

-

a monitor only when time and conditions permit (Krashen, 1976), 'e.qg., !
when taking aﬁr%assropm-type test. It is, then, a selective filter of °
varying éfficacy. In essence, the introduction of tﬁe ménitor model
extended the’discussion”of,1anguage acquisition beyond the presumption

of discrete point gr&mar as central to any discussion\Bf Lé acquisition

to the realization that a more complex organization was at work.
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,Intér1anguége

. '3 '
‘referred to as the learner's interlanguage (Selinker, 1972). ‘ |

or discontinuation of the ﬁéssége (Tarone,. 1981).

* The grammar-based syllabus supposed that language acquisition is

the cumulative gain of individual bits of information. In contrast,
d dynamic schema of growth, marked at times by spurts and at«Others ‘ :

by regression or "backsliding" has been postulated. This system is
Integlanguage is defined as gﬁhopen system resulting from regular
and systematic application of rules,.strateg*es and hypoﬂQéses (Richards,

1978). Apart from cases of foss1]1zat10n, the system is never static.

Stable growth influenced by a small number of variables is hypotﬁ%s1zed ( «
These var1ab1es include: the input from the learner's native 1anguage,
input from-thé way in which the learner, is taubht the‘language, input
from the feperto%re of communication strategies and overgeneralization ’
of target 1éﬁguage rules (Selinker, 1972). . . l
_ The learner has at her/his command a number of commhnicsiion
sérategies to meet Fhe demands of the igarning environment (Tarpné,
1981). Ressarch indicates that there are a number of characteristic

ways_in which a learner will attempt to convey a message to another

person who s/he has reason to belleve does not share her/h151nean1ng

structure.

7

These strateg1es 1nc1ude paraphrise, borrOW1ng from the
native language, an appeal, for assistance, mime, avoidance of the topic

The learning environ-

o

;ment has only to foster the opportunity to use these strategies and

4 ¥

further 1nter1anguage growth. In practical terms this means that small

r

g
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errors should not be corrected-'when‘the interruption wou,"ld interfere

i i

with meaningful communication of ideas.
] .

Error analysis. It has been contended that on\]y a mere five
percent of those .‘adu]ts who learn- a second language achi;ve native-
Tike competencé (Selinker, 1972). The_rest of us learn as best we can.
Error {analysis marks a re-evaluation in approach from error as behavior
which cogld be altered feature ‘by feature, to error as behavior which
should be 1'nvest1'gated~for clues to the understanding of underlying
)péychololinguistic structures and processes in L2 per*formancé (Selinker,

1972). It was suggested that the learner hypothesized from rules and,

" strategies that characterize interlanguage when faced with linguistic

”
R

A

* input. The learner’'s inteﬁangua}ge system grows as a result of inter-

~action from which grammatical form is acquired rather ‘than the reverse

(Hatch, 1978, a, b). The type of interaction encouragéd by the tradi-
tional vs. the communicative approaéhes provides another instance of

+

comparison.

Interaction

The work of Hatch (1978) reqar?ing interaction contends that

¢

* structures evolve out of attempts to carry on conversations rather than

the reverse. This notion has been advanced previously in the work of

Newmark (1966.) who pointed?out’ that:- _ |

& . ‘ :
Y if each phonological and syntactic rule, each complex of -

» 4 S
lexical features, each semantic value ahd stylistic, nuance,

in short if each item which the linguist's analysis leads

'f.]
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" ( ) _ him to ‘identify had to be acquired one at a time, proceeding
from simplest to most complex, then each had to be connected
to S{;eCifiC stimuli, or stimulus sets, the child learner

‘would be old before he could say a sing]e appropriate thing -

. and the adult would be dead. (p. 38) P

The Yinguistic environment of L2 learners is often compared with the

.Hnguisticienvironment' in which children acquire their first language

" (Brown, 1968). The salient cﬁéracteristics of a chj]d‘s language en-
vironment that can be transposed.to an L2 learning env, ronment are:
.simp1ified ¥nput, with a immediate referent, which is marked by re-
petition, reduced rate of speech and clear articulation (Gaies, 1977)..
Input refers to the 1a;19uag'e vhich "is avaﬂab]e“to the learner from |
the environment (Corder, 1967). It is through the process of coiwer—
sation that enéages the learner that this *language is "picked up".

.'.w;ith practice the learpner achi_eves compe tence — pr‘;gressing fromlcom-

- ‘prehension to topic pomination tq e1aborat-i'6n. Uhdgr these conditions
language acquisition advances rapidly. . The learner has at his/her dis-
po§a1 -a wealth of information about the world and a store of communica-
tion strategies acquired in h‘is/her native tongue. This knowledge can
on!y be transferred&in interaction, and interaction can easily b"'j pro-

'/ r;mted in a formal classroom environment (Krashen, 1978).

-

c - i Feedback / error correction. Communicative interaction provides

a learner with important feedback for correction. There are certain

requirements for effective feedback. Research suggests that the learmer
AN
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attends to cgﬁ"nectmn of form wben the source of the error is clearly

communicated in a manner which is non-threatening (Cardele & Cordo,
y ,

1981). It is-critical that the learner not become frustrat-ed*by oft

-’ 3

repeated corrections.

There is a need for se1e:cti0n as to the type of error one chooses

N .

to focus on when provi&ﬁ'{; feedback to the learner. A distinction can

be rﬁade between two basic categories of error. The first is "global" ’
error: mistakes which violate rules involving the overall structure of
a sentence, t.he‘ relations among constituent clauses, or in a simple
sentence, the relations among major constituents. The second, "local"
~ errors, refers to discrete grammar points such as subject-verb agree-
ment or improper verb tense ﬂ;rmation (Burt & Kibarsky, 1974). Burt and - y
Kiparsky hypothesize that the correction of global errors is mor;e helpful
than correction of local errors as g]obal errors” interfere most with the\
transmission of a message. This hypothesis referred basically to errors '
-at the sentence level only. Parks and Thibaudeau (1981) have extended { ,
this notion of g]obaﬁk errors to include nrhetorica] orgar)ization. An 3
analysis of error type at this level helps to establish guidelines for
providing selective feedbpack to the learner.

Program Dequ? ' !

Traditiéna] program: syllabus and methodology. Developing a pro-

gram ¢f instruction is a matter of making choices. When -one examifes

the composition of & language syllabus, one can delineate the premises

[}

on which such choices are made. s has been discussed, the tradftional

‘

] * L4
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language program is based on an approach rgoted in behavioral psychgf
Togy and the structural linguistics of Bloomfield (1963), Lado and
Fries 1958). There are other premises which characted‘iZe this.program.
The traditional program focuses"‘ on the learning of discrete strugtures
in a sefting which is quite formal. It is.commonly observed that this
setting rarely corresponds to the real communicative. settings ou‘tside
the classroom (D'Anglejan,1978). Time available in the traditional
program is usually divided amongst a small number of activities. A
reading is introducedlwhich is followed by comprehension and grammar
questions. In many cases the reading is chosen because of th(; gramma-
tical item featured £herein'. Such readings are generally characterized
t‘;y thé prevalence of a particular gramatica]ﬁiAtem throughout. «The
emphasis in these exercises is the detection and eradication of learne;
er;"or. In some cases a comprehension exercise is intrﬁduced as part
of the reading "unit". Again»,( the focus of this type of activity is
typically sentence level production 01; a grammatical structure.' The

" content is provided. The learner is asked to manipulate this content
in a pre-ordained manner.

The artificiality of these reading and_ comprehension tasks is
“also apparent in the conversational activit.ies of the classroom. The
student aﬁd teacher only rarely have the opportunity to engage in
mean’ingful dialogue. The teacher is usually intent on corr’ect‘ion of
the student's production, not on clarifying meaning (D'Angle:]'an, 1978;

MacNamera, 1973). The exchanges which occur in these contexts are

21
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unlike anyth‘ingwthat one finds in everyday conversation. The following
example illustrates this phenomenon (Holmes, 197}):

A: Where do you 11‘ve,lfony?

B: Wellington. , ' o

C: Good boy. Who else can tell me where they 1ive? |
or as in Hatch and Long (1980): | J

imagine thelef_fect achieved by speaker A in informal

conversation with a fellow student, B, whom she meets

in the school cafeteria:

A: What d]’d'yo’u do last night?

B: I went to a movie.

C: Very good. (p. 17)

Attempts have been made in the traditional program under stucg to

introduce reality by incorporating situational dialogues or role play

and free conversation into the classroom. The problem with situational

role plays is that they fall short of offering genuine fnt.eraction, as °

2

Taylor ( Note 3) has indicated.
1 obser;ved a class in which students were to act out a
roleplay concerned with looking for an apartment. The
instructor presented the necessary vocahulary, offered
" some idioms and useful expressions, and asked for volun-
teers. Two students were to .ask questions of the landlord
and then decide if they wanted to rent the apartment. The

>

volunteers pretended to enter the living room, foolged

e vl oy
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. is not sufﬁ c1en‘t1y matwated or 1nformed about the top1c of conversa—

-around for no more than a f‘ew seconds, a'siged‘ about the
rent and agreed to take 'the apartment on the spot. The
teacher tnen pronpted them to ask about utilities, the °
lease, the number of. bedrooms, the avaﬂ\amhty of -parking
and all. of the other k1nds of questmns which we ‘Must

assume they would have asked without prompting had-it

bee‘n a real situation p. 14
*(my underhmng) L | .

f

The 1ntroduct1on of free conversatwn can be art1f1c1a1 1f the leamer .

23

tion. Asklng someone "What do yd'u thmk about. X?" offers htt]e in the o

) . way _of context for’ thfs exermse to pr0v1de meamngfu1 1nteract+on

wr1t1_ng._t‘asks. The focus on form”in the proquctwn.-of speech and .

the stress on lexical ‘and syntactic jnformation in reed‘ing,'paj;terns'

and pre-fabricated routines are carried throygh in‘the production’of

. N - I3
¥ . . .

wr1t1ng as weH Writing 1in-the traditional syllabus focuses ‘on cor-

‘.rect1 on.of d1screte pomt grammar and often takes the form of adherence
' to'a prefabrwcated madet . ‘In this k1nd af program the highest -level of

‘discour‘se that is treated 1nstruct1ona’r]‘y is the paragraph. The para-

1 ha \

1ng pomts or supportmg 1deas summemzed by topiic sentence Very

htt]e is offered ‘the 1earner m thé way of vamety The pace is

]

slowed by the emphasis on form - an emphasis which seems m1sp1aced

Krashen (1978) pomts out that even when given sufficient time, the

N

P ~
3

graph is treated‘ in ene of two'ways’; topic sentence followed by support-



’ $ewp'd' 1Janguage writer's use of 'correct grammatical form does not seem
fo .‘ifmp;rove. As well, the learner has few opportunities for info‘rmation
sha;'ing, as the interaction ¥s almost completely teacher-student in a
formalized situation. »Finally, the wr{ting task is not é'lose]y related
to the reading or oral activites but is often treated separately.

. There“are, feV{ opportunities for 1earner:s to explore a range of dis-

course styles or, more important]}, to develop their own.

Communicative program: syllabus and methodology. The communicative

program .in this study has a content-based core curriculum. Materials
are grammatically unstructured, e.g. the syllabus is analyti®dWilkins,
1976).' The lanéuage is presented whole. This program may be distin-
guished from the traditional in a number of ways: 1) its choice of con-
tent and activities, 2) its focus on learning and communicative ‘stra-
tegies, 3) its tre‘a\tment of errors and 4) its fostering'of classroom
interaction. ="

The act'ivities .of this program. typically consist of information
" gathering from one or more sources in order to complete a task. This
invalves communicating and sharing information as well as receiving it
from others. The materials are a mixture of graded and authentic ma-
terials, thematically related and chosen for their %nterest and chal-
lenge to the reader. The use of authentic hateria]s is important as
it insures an exposure to language which is ungraded lexically and
syntactically. The learner can, using context and their knowledge of

4

the world, coupled with other non-verbal cues, understand enough of
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the information to complete the task with the help of peers (Taylor,
Note 3).Without the input from other learners, the task is impossible
to complete. Interaction of learners with each other is an important
" feature of this program.

— Intér/act'ion. The communicative approach encourages learners to
co-operate and share ‘i/riformation,' thereby arriving at a common agree-
ment or solution to the task at hand. 'The‘ emphasis is r‘mot 'so much on
‘getting' the answer right as reaching agreement as a group. Group work
entﬁills role éhange§ for both teacher and 1ear;ner. The teacher's role i
is no longer that of judge and final arbiter of correctness (Parks &
Thibaudeau, 1981), but that of facilitator. This implies ¢£hat the
communication is. not controlled by the teacher. "It is important that
we Create an environment in which students want to communicate and that
we (tea\chers) should not try to Epntroléghat communication." p. 16.
(Taylor, Note 3). '

Errors.. When students interact with-each other and the focus is.
. on fluency, errors are t;'eated in a particular way. Errors are con-
sidered a natural part of language learning. They are important be-
cause, among other things, they provide information about the state of
the learner's inferlanguage (Richards, 1974; Selinker, 1972). The

14
learners' errors provide the base for a lot of the grammar input in a

-
communicative classroom. When an error arises, particularly if it
interferes with communication, if it 1s a regular error, or if a number

of people are making the same error, then explanations which'wﬂ] help
] b

- o

v
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the learner correct the iermr may be made. The introduction of a gram-
matical form is not solely contingent on error. It is a&so a function'
of the rhetorical demands of the task. If Ehe correct use of a rhetori-
cal device demands the use of a form the learner does not know, then
this is information the learner needs. .

The learner can greatly benefit from an und;rstanding of the skills
and strategies that help them discern the rhetorical structure of what
they hear afhd read and help them organize their writing: These re-
ceptive and prdducti ve skills are inter-related. Research indicates
that the"L2 learner greatly benefits from a large amount of input before
s/he can produce (Postovsk);, 1974). Certainly one can not imagine al
1earner'producipg written communication without an eguivalent reading
comprehension.‘1 The communicative approach helps learners to develop
their languacje éb'ility by presentation and practice of fhe skills and
strategies that help them communicate effectively. In order to under-

stand the nature of these skills, we must understand the problems of

rhetorical structure for the'lL, tearper.

Rhetorical strdcture. Rhetorical structure is culture bound
(kaplan, 1974). Even though a secoﬁd language learner may be forming
syntactically correct str'uctur‘e'zs. the overall effect may sound strange
to a native speaker because of a lack of rhetorical organization.
English rhe\torjcafstr&cture is linear, relying extensively on sub-
erdination tocprongl it forward; such is not the case in many othér

languages. Semitic 1anguages; for instance, strive to obtain elaborate
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effects of parallelism. Oriental writing appears circular due to an
approach by indirection. Romance and Slavic writing, at least in tpe
minds of native Eﬁg]ish speakers; contains too many di&ressions ir;e]e-
vant to the point. Kaplan (1974) graphically depicts thesg differenbes

»

in the following manner:
| _ .
| 13
|
|

v
" English Oriental -Romance Slavic
Genera]]} speaking, the greater the gap between the learner's culture
and that of the language to be Tearned, the greater the difficulty in
assimi]ating'(Enq}ish) discourse patterns (Kaplan, 1974). These dis-
course patterns are arbitrary and have to be explained to the learner.
Because they govern the structure of a communication, their under-
;£anding is important to the second language learner. !

In English, rhetorical structure requires an understandipg Sf co-
herence (the ordering of information in a particular way) and cohgsion
(the use of certain rhetorical devices which maintain the flow of in-
formation) (Widdowson, 1978). Understanding these devices and the
overaﬁ1 organization of a text can be facilitated both through the
cho}ce of appr;priate materials which provide models of such organiza-

tion and by teaching skills neéessany for their comprehensio&, The

type of approach used in this syllabus generally involves showing the

~
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learner skills for comprehension and asking questions which call
attention to the passage's rhetorical organization as well as to its
informat%on content. These skills include scanning for a gengra]
overview of topic, skimming for special information on questions, re-
reading to clarify questions or overa]f structure, and revising notes
(Alexander, 1980). This épprdach to reading provides a learner with
the tools and a foundation for understanding written material.
Writing.task. Writing is a productive task. Producing acceptable
writing demands more of the learner than either reading comp;ehension'
(a receptlive process) or oral communication (an active one). Therg is,
in the words of Flower and Hayes (1980), "a difference between
spoken utterﬂﬁqe and a text in terms of our expectation that a text
will be fully contextualized." p.39 . In speech fhe demands for co-
herence and cohesion are not Qi great, as we depend on the immediate

situation, shared context and many forms of non-verbal cues to com-

-t A \

municate meaning (Flower & Hayes, 1980). In writing the constraints
are much tighter.

The pre-dominant model of writing strategies has for a 10;3‘time
been a step-by~stgp process of first thinking, then planning, writing
and finally revising for small errors. Recent research in cognitive
processes in writing indicate that thié mode] separates the thinking
and writing task in a way that does not reflect what the writer does

during composition. Flower and Hayes propose rath§r that "the t&sks

of planning and producing and revising language ail interact throughout

28
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cbmposing...they occur in interactive, récursive patterns, no; stages."”
(Flower & Hayes, 1980, p. 41). A clear writing task is essential for
a secbnd language learner to_be}successful'in writing. The process of
generating writing in this approach recognizes the crucial factor of
idea buiflding that ﬁust precede composition. Writing is generally pre-
ceded by reading, listening, discussion; all ideafsharing activities.

A
The intention is to create a wealth of language, a variety of viewpoints,

to engage the writer befg}e the topic is presented. This process varies
in length according to the learners' language level. These activites
are followed through in the writing process. The initial writing may

be done in groups: ideas shared, organization possibilities explored.
The follow-up of the final work is important. In the correction of
completed work the teécher has the opportunity to comment on the
learner's success at getting her}his idea across. This is the occasion
to ré;hforce succe;se;, to indicate what her/his prob]éﬁs were and sug-”.
best the strategies for meeting those problems successfully in the
future. It is also the time to aSsess how ready the learner is for new
or more complex approaches. Research seems to indicate that the learner
benefits most from feedback which is Hpth constructive in the affective
sense of praising the.writer's success and in the sense of positively
pointing out strategies for‘overcqm{ng problems (Cardelle & Cordo, 1981).
~ Certainly a composition returned with a red mark for each discrete error

discourages- the writer from making further attempts (Taylor, Note 3). As

well) it fails to provide a wider framework' for improvement. .

- \‘ e



30

- . N
The communicative program intends, therefore, to equip the learner

with the.skil1s and strategies necessary for effective communication . i
nd the oppor‘tunity to practice these within a faorma}’ setting. The
traditional program focuses on language form and the production of that
form in situations which often fail to satisfy a communi cative purpose.
In view of the difference between the two‘appmaches. and in light of
currenj: language acquis'it;ion theory, we would ekp‘ect that the learner
fbl]owi ng a cbmg\unicati,ve program would be better equipped t}J cotﬁpose
ar3d gxecute a \v{ritm‘ng task of the type s/he could expecf in a university

envi ronment.

*
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A learners. . The following chart lists the variables which differenti- *

Cog%unicative ) Traditional
anmalytic presentation , synthetic presentatjoﬁ
. d%scourse organization - 'discreke“poiht gramma;
| . i 7prob1em-so{ving appro;cb§€§ituafiona1i;t approach
o i!E?Gtgesig\testing - behaviorigt Jegrnin; theory
’ 'discour§e sentence level production

' CHAPTER THREE »
METHODS |

> ¢

4

’ « \

Design and Subjects ‘

Two different second language syllabuses were examined in this

study. The first was a communigpgive syllabus based on a problem-

‘so1ving, content-based, approach incorporating higher-level discout§e; v

organization and challenging language input. The second was .a trag%;
tional approach; grammar-based, §§§uatidna1, concentrating mainly on . *\

sentence 1evetjproduc%ion. Both programs were special purposes pro-

N

grams, offeriné English for Academic Purposes for mature language

Pl .

ate the two programs:

high error tolérance low error tolerance -

o global error focus .local error focus -
B S learner-centered class teacher-centered class -
j ? AN ’ i '

When 1eaFnecs apply to-the programs, they are given a placement
N ,

)

"~ test and divided into_three major categories: beginners, intermediate

and advanced. These categories are then broken.down to- form Tevels of
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evﬁﬁuation was made according to similar criteria in both programs.

. a writing

_three writing_samples gathered from each subject over the course of the

» i \

”
w
~n

i

\ °
each. Two classes were then chosen from each program's inte?medidteﬁwjm
category: one designated "low"  intermediate and the other "high' inter-

mediate as J%termined by B*acement test score distributions. Placement

? ~

Students Tza}pélcommunicative program were given an oral interview and
In the traditional prog}am students are also given a

discrete poinf grammar test. The results of the grammar tests were used
to form initiaf groupgs. The writingﬂzaik was then used to teassign groups
so as to assure EOmmunicative homogeneity. These programs both met
twenty-four hours a week, five days a week, for nine weeks. The subjects
were from a variety of language backgrounds and were mature language
"learners. Student demographics ahbear in Appéndix A.

The purpose of this stu&y was to compare the development of language
proficiency of‘supjects in each program and between high and low groups

L]

in those programs. Language development was measgred by evaluation of

N St

'prggram. The design, therefore, was a two strateqy (communicative vs ) )

traditiona]) by two proficiency (low ve\high) by three test interval
(three, six and nine weeks) m1xed model with a repeated measure on the
test var1ab1e (see Figure 1)
Materials’ . :

The subJects in, both programs were evaluated by means of writing ~

samples on ass1gned é!say topics three times during the progr%ﬂ’at thre®

week intervals, beginming at the end of the first three weeks ‘The | \
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essay topics for each were chosen for their general interest. As well,

each topic lent itself to a different rhetorical .organization. Each

writing‘period was preceded by presentation of prepared listenting mater-

%

jals. The listening comprehension script consisted of a text of varying
length (typically four to six paragraphs) which contained information
pertaining to the compositinn‘topic. The composition topics addressed
three types of exposito;y style: comparison and contrast, "Eskimo Life:
Past and Present"; cause and effect, "Thd Problem of Stress”; and analy-
sis and argumentation, "The Problem of Overpopulation”. In addition to
the writing sample, a test of listening and readiﬁg comprehension was

administered at the nine week point. These two comprehension tests were

thematically related but only tangentially related to the writing sample \

question. The,Tistening test consisted 6f passages followed by true/

false and short answer questions. The reading passage featured a six

paragraph (thirty-five sentence) text and two question sections, one of

which tested ability to discern a hierarchi¢al organization and present
this information from a traqjtional prose organization. They were
examined in conjunction with the final writipg saqp]e.

The writing samples were graded using a fivescafegory writing eval-
_uation scale. The English Ability Profile (Jacobs, Hartfiel, Hughey &
-Wormuth, 1977, 1979) provides a total assessment based on the gradiﬁg
of five components: communicability and organization, content,‘vocabUh

lary, language use, and mechanics. This evaluation tool was deveioped

KPP
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for an English Second Language program for foreign students planning to
pursue higher studies in North America. It was developed and refined over
a two-year period (for samp1es;o% all tesfing and evaluation material,

see Appendix B). The traditional and‘communicative programs differed
precisely along the Tines discusse& in detail in the Literature Review,
and each used 'standard materials apropos to ;its method.

Procedure ’

A1l language tasks were\carried out during morning class time. The
introduction of an experimental measure into the normal course of the
teaching process required careful attention to insure the maintenance of
a high degree of intgrna1 validity. Although the administration éf the
dependent measure involvéd a departure from normal classroom activity,
its nature was not out of context and the learners had no way of knowing
the "difference". It should also be noted that this was equally true
for both programs. As well, steps were taken to insure that the dependént
measure was introduced and carried out uniformly in each case. Teachers
were instructed to present the t3sk simply as another activity in the \
teaching program. The class was not to be specially przpared for the task.
ATl were carried out by the régu]ar class teacher in the usual classroom.
The samples were\returned promptly to the teachers and to the learners.

The first test was administered in the morning of the fourth day of
the «third wéék. The weiting topic was introduced by the teacher who asked
topic-nominating questions of the group, i.e. who are the Eskimos, where
do they 1ive, in a discussion to last no more than five minutes. - Then a
listening comprehehsion passagekwas read twice. This took twelve minutes.

Students listened during the first reading and took notes during the

F
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selend. This was followed by five minutes of student-centered inter-

- action when notes and oth?r information wastshared in groups of three.
Finally, theksémple question was assigned. ’Subjects-were‘instructed

to plan for apprcximately five minutes, write‘for farty and took over
the%r work in the last five. Subjects worked alone and were interrupted
only once to be told whenh five miAutes remained. Papers were collected
at the end of that remaining time. The entire process lasted approxi-
mately one hour and twenty minutes.

Collection of the,secoﬁd sample followed the same procedure. It
was carried out in the morning of the fifth day in the sixth week. The
third writing sample as well as the 1isfening and meading comprehension
ccmponents were collected during the ninth wegk. Administration of the
latter two were carried out in the morning of the sgcond day. The lis-
tening Eomprehension component took one half hour to complete. The
listening passage was read a total of three times. Before the first
| reading, squects were asked to "just listen for the main idea'". They
were given a few minutes towrite this down after the reading. Then,
they, were given the comprehension quéstions to answer from their ngtes.~
After ten minutes, the passage was read the third and final time and
subjects were given ten minutes to complete their‘answers and notes.
The reading comprehension passage and questions were then given to the
subjec}sﬁ They were {nstructed to first read the passage and then

answer questions, refering back to the text whenever necessary. They

were given an hour to read and complete the questions.

§
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The third writing sample was callected on the following day, again
in the morning class. The topic was introduced in a five minute discus-"

sion period directed by the teacher, again in the tobic-nominating style

of the previous samp1e§. However, in this _sample no listening passage //’

/
was provided. The writing topic was given to the subjects and one hqu?

was alloted for writing. As with the previous saﬁples, subjects were
instructed to first plan, then write and look over their work"/They were

informed when fivé minutes remained at the end of which papers were
* Ve

collected., ,,/
. //‘ .
Evaluation ] ) ’ e

The writing samples were evaluated indep ‘é;htly by two mark;rs who
were unaware of the purpose of the study. /ﬁ;§:;rs were instfﬁcted in the
use of the Engiish Ability ProTiTe (chég:,‘Hartfiel, Hughey & Wormuth,
1977, 1979) in order to clarify an /aﬁestions as to the interpretation

of descriptors used for each sghicomponent. The scores were tallied

/
jndependently (See Appendix C).
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CHAPTER FOUR
RESULTS

In this sectioq, the results of analyses of the'cp}lected data are
reported. The first results concern the question of inter-rater relia-
bility on.the scoring of the writing samples. The results of analyses
on both writing sample total.scores'and constituent category scores are
then presented. Finai?y the outcome of analyses performed on the reading
and listening components are given.

Inter-Rater Reliability

Inter-rater reliability was meaSurea\on the writing samp]e evalua-
tion scores. The correlation was performed on total scores for all sam-
ples and for each of ‘the constituent sub;componenté. The overall relia-f
bility index was .99 while the first test yielded .91, the second .90 and
the third .94. Table 1 presents the inter-rater reliabilities for each
of the coﬂgtituent categories for each sample and the combined results
for each sample. These results indicate that the interpretation of
overall and constitueﬁt categories was sufficiently consistent for subse-
quent analysis.

ANOVA

A two (teaching method)x two (proficiency level) x three (test position)

repeated measures ANOVA was performed on the raw data for all writing
: - ;

samples. Means and standard deyiation are provided in Table 2. The

“results of the ANOVA indicated the presence of a statistically significant

two-way interaction between teaching method and ability level, F (1,36) =

e - o et
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’ Table 1
~ Inter-rater Reliability for Writing Sample Scores /
~
2w
<
Test 1 Test 2 Test 3 *Total Scores .
r= r= r= r=
Communicability .85 7 .93 .85
and Organization .
Language Us’e =79 .87 .85 .80
{
Content .86 .85 .88 .92
—_— Vocabulary A .76 .55 637 '.83
: < '
Mecha\'n'cs .68 .62 .85 72
Total Scores 91 .90 .94 ~ .99 °

g W e s
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Table 2
Raw Score Means and Standard Deviations
, for Writing Samples
Traditional Communicative Traditional éommunicative

High Ability High Ability Low Ability Low Ability

68.05 74.35 61,50 80.80
Test 1 .
D 7.77 9.64 14.23 7.29
X 73.05 80.30 61.45 80.15
Test 2 .

2 sp 9.71 7.60 - 9.00 7.23
X 74.20 82.25 64.25 84.70

Test 3
sD 9.96 . 4.1 12.21 4.86

-~
»
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S.BQ, p.<02. A simb]e effects analysis of this interaction rEvea]ed that
the performance of the low proficiency g}oup in the traditional teacﬁ{;
method was statistically significantly lower than that of the experimen-
tal teaching method whil? the difference between the two high ability
groups was not (p>.05). The graphic representation of this interaction '
can be found in Figure 2. There was, as well, a statistically significant
two-way interaction between proficiency level (high and Tow) and test
position F (2,72) 3.31, p<.04. Both gfoups performed equally well

during Test 1. Hewever, the major increase of the high intermediate

group did not show marked improvement uﬁti] the period between the

second and final tests (all p<.05). The interaction is depicted graphi-

cally in Figure 3.

Multivariate Analyses

Given~thé presence of statistically significant_differences between
the performances of subjects following different ﬁethods of instfuction
on the depehdent measure, further analyses were possible. The evaluation
tool examined the writing”;ampTés in terms of five discernible linguistic
caﬁegories. This yielded information which might usefully reflect on
thé development of particylar aspects of language ability in different

'

programs. /

Two multivariate analyses were undertaken to examine the differences
9

in the contribution of each category to the total scores over tiqe in

each of the two progréms. It was expected that certain categories, i.e.

~
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Table 3

i

Constituent Category Means and Standard Deviations

TEST 1
Communicability
and Organization

Content

' Lanéuage Use

Vocabulary

Mechanics

TEST 2
Communicability
and Organization

Content

Language Use

Vpcabu1ary

"Mechanics

TEST 3

Communicability
and Organization

Content

L]

Language Use

Vqéhbu1ary

-

.
"

Mechanics

ISﬂISNW%MISMI%w

N

'm lm Iw tm ¢ Im .
o> Ox (O [Ox| |Ooxx|
“

Im L ju |w lm %)
0 x| 4O x| O |Ox O |

Traditional Traditional
High Ability Low Ability
13.95 12.95
1.76 3.10
20.80" 19.60
1.75 - 3.98
15.85 13.45
2.22 4.20
» 14,50 12??5
1.87 2.85
2.80 2.70
.75 .79
" . 14.40 12.50
1.79 2.30
22.05 19.05
2.72 3.02
17.25 13.30
2.85 2.92
15.50 13.50
1.93 1.51
3.35 2.80
.88 .59
(‘ £y
14.85 12.50
1.86 2.60
21.95 19.35
. 2.85 3.64
. -
17.75 15.15
3.25 3.99
15.35 13.95
-1.78 ., 2,10
4.00 3.05
» .71 .69

Communicative

High

15.
1.

23.
2.

16

14.
.68

1

66

Ability

40
n

65
81

.85
3.

49
85

.65
A

.40
.54

.40
.17

.65
.40

.65
.46

.90
.97

.30
.75

.60
.05

.70
.92

.45
.37

44

Communicative
Low Ability

.50
.62

.60
.81

.20
.21

.70
.16

.95
.60

.75
.38

.20
.75
.21

.05
.50

.85
.53

.95
.96

.60
.54

.45
.23

.35 -
.94

.50
.47
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2 4 . .
mechanics and language use in the traditional program and communica- .
' g )

bility and organization in the communicative program, would contribute .

a gre'a'ter\ an@ht to the overall difference in total scores.

-\
&

The first multivariate analysis consisted of a 2 (teaching’/methbd)
x 3 (temstw ﬁgsi?ion)’ design with repegted measures on the last factor,
using the five constituent categories as depen"dgnt measures. The F
statistic for the multivariate test reached sf:ati;tica] $igni fiéance
F (1,36) 34.28, p.<.OOOTh. There was a statisgicaﬂy significant lteachi\ng
method x proficienty interdction on mechanics and language use factors,
p<.03 and p<.6,g grespectiyely. Theé.:é two factors measure grammatical

£ »

knowledge. 'The achievement of subjects im the low intermediate level

¥

" of* the communicatdive program was{ cogparable to that of the high.

intermediate level bS/ the final se}mp]es. As well, the factor of communi-

cability and organizati‘o'n achieved significance levels at p<.0001 for:

tr@method of instruction. Means 'anq standard deviations are reported™in
o, : .

Y
Table 3. The results are reported in Tables 4 and,5.

¥ The second mu]ti’varjafei analysis was performed on groups pooled )
acrgss proficiency; This analysis was carried out to furthér examine
“the contr:ibutidln of the v,catg%ry coml{nic;bﬂ’i ty and organizatjon ?o N
the total variance in scores‘. Given the fact that high[a‘na Tow groups
were not treated differently from an instructional point of vievL the
groups were coHaBsed in this- analysis. The analysiﬁs was thus a 2
(teaching method) x 3 {test position) désign with répeated mea‘sures on
the last factor, again usim_.g the five categories. First, the results

forr’eqyah'ty of overall mean vectors achieved significance levels,

LY
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Table 4
W
- i " Multivariate| Analysis of Categories by Ability Groups -
C- S
Variabl - - Yariance (Error Mean Squares)
Contrast _  Communidability 8.660 .
p . and Or anizatiop ’
’ Content - Coo- 15.898
A , o
.- Language Use, 18.010 \
. . 5 - ’
P Vocabulary Ty 6.533 -
|J’ " l// ! h \ 9
- // Mechanics - - 08
Linear Communicability ™.282
- and Ovganization
Content ‘ } 3.285
Language Use ‘ 3.657
Vocabulary ' 1.112
Mechanies -~ 211
Quadratic Commupicability o . .715
* and Organization:
Lontent ' 1.519 ,
Language Use % 2.335 ‘
Vocabulary “ 1.157
‘ Mechanigcs - .151
f/, .,f “\\\\~~ i~
P a
o Degreesfof Freedom = 36
s ’
— fr w

i subors 7S

P b o i A R < -
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Table 5

F-Statistic for Multivariate Test of Equality of Mean Vectors=2 535
(F -Approximation for ‘Likelihood Ratio)

L

Variable
Contrast:
Communicability
- and Organization
Content’)
Language. Use
Vocabulary )
Mechanics,
Linear: :
Cohmunicability
and Organization
Content *
Language Use
VocabuTary
Mechanics
Quadratic:
Communicability
and Organ§ation
Content ™
Language Use

Vocabulary ,

Mechanics

Hypothesis Mean Square
52.668

64.533
~127.102

46.252 L

2.852

2zt

3.403
2.278
3.612

.528

.150

.026
.026
2.604
.176

Step Down F

A
6.081 (1,36)

.609
1.215
1.581
1.37

2.348

©1.592

5.126
918
4.664

.006

.187
1.364
1.927
1.923 .

p Less Than
.018

440
278
Y
250

135

216
031"
346

"< ,039

.934

v 669
254
178
179

-3
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- +
F(1,38) = 4.13, pg¢.0004. A statistically significant interaction on

" the categﬁry communicability and organization was also present for the

experimental teaching method over time. A graphic representation of the
téaching method x time interaction on this factor is presented in Figure

3. Tables 6 and 7 present the means and standard deviations as well as

48

the results of this amalysis, ) L

Reading and Listening Comprehension Measures

The last set of analyses concerned the evaluation of scor‘es’ofJ

reading and listening éomprehension tests. Two sets of analyses were
performed; t-tests fdr significant differences between groups on total
scores for both measures and Pearson product moment correlations among

the overall writing, reading and Tistening scores to assess the relative

intercorrelation among them.

The t-tests were performed to determine differences in performance |

on reading and writing between the experimental and traditional teaching

method groups. It was hypothesized that, .as with writing, there would be

a statisticaﬂy significant difference b;tween the groups' performance
on this measure. It was expected that the reading and listening scores
for subjects in the communicative program would be, from a statistical
point of view, significantly better than those for the traditional group.
The first test on reading scorgs resulted ina t (38) value of 3.13,
statistically significant a't'the .005 level in favor of the experimental

treatment. A second test was performed on Hstém‘ng comprehens ion

scores. The result of this analysis warranted the acceptance of the null

| s
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Figure 4
. Interaction of Communicability and Organization '
\ for Teaching Method over Time » :
8
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Contrast

Linear

Quadratics.

1

Table 6
Multivariate Analysis of Categories
Pooled Across Ability Groups
N

Variable Varidnce (Error Mean Squares)
. Communicabi1ity . 9.793

and Organization

Content . | 17.136

Language Use - 20,901

Vocabulary ) o 7,695 *

Vechaycs ' - \ .984

®

Communicabil ity ©3.335

and QOrganization .

Contgn% ' T 3.278

Language Use . 3.621
"Vocabulary : ' < 1.222

Mechanics | o 279

Communicabi 11 ty . 723

and \Organ‘izatwn

Content ‘ 11,632

Lanquage Use ’ 2.579

Yocabulary N 1.428

Mechanics 180

Degrees of Freedom = 38

50
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Table 7

4

N

F-Statistic for Multivariate Test of Equality of Mean Vectors=4.739 .
(F-Approximation for Likelihood Ratio)

Ay

Variable
Contrast: _
Communicability

‘ anéi Organization
Con tent

~ Language Use
Vocabulary
Mechanics

"Linear: .
Communicabi ity

and Organization

Content
Language Use
Vocabulary
Mechlanics
Quadratic:
Communicability
~and QOrgani zation
Content
Language Use

Vocabulary

Mechanics

Hypothesis Mear; Square
289.852

480.000
362.268
145.200

26.602

-

7.812"

450
.378
.028
Jd12

.016

.600- |
.009
1.134
.066

Step Down F
29.596 (1,38)

J14
1.959
.954
3.190

7.063

2.064 la

1.412

2.7116
3.268

.881

1.029

042
1.671
017

p Less Than
.0001

737
170
.335
.083

012

.166
.243
.109
.QBl

355

.319
.837
.208
897
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hypothesis, p ¢ «05. : .
The intercorrelations among t'he three measures were all statis- .
tically significant: Reading/Writing, r = .512, p< .01; Reading/

Listehing, r = .561, p¢.01; Writing/Listening, r = .364, p<.05.

b e
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CHAPTER FIVE
~. DISCUSSION.

This thesis hypothesized that- subjects enrolled in an EAP (English
for Academic Purposes) program based on communicative principles would per-
form significantly better on writing tasks than those in a traditional
grammar based program. The results supported this hypéthesis. More pre-
cisely, subjects- in the communicative program showed superior gains over
those in the trad;tional program on both overall measures and on the key
factor;"commdnicability and organization. It was assumed that the place-
ment procedures employed generated equivalent groups at the onset, thus ‘
making this comparison pogsible‘ The grammar-based group also improved,
‘but scored no better on any ﬁeasure. Moreover, the reading comprehension
abilities of the communicativé group were significantly bette}. Scores
on the 1listening comprehension test, however, do not indicate a statis-
tically significant digxsrence between groups.

Learner Differences
L

The subjects-in both teachgng p&ograms improved steadily through-
out the course of their programs. However, it was initially contended
that the communicative approach would be paﬁt{cu1ar1y beneficial to the
subjects whose language skills were initially weaker, contrary to the
reasoning of other researchers (Johnéén, Note 5; Wilkins, Note 6). The
teaching method x proficiency group interaction confirmed this hypothesis;
whi]e at the same time the progress of the stronger students was also
facilitated. It would appear, therefore, that the communicative program
is well suited to the wide range of language needs presented by learners

who intend to pursue univeristy studies in English when it is not

'



their mother tongue. It satisfies the requirements for second language

’

acquisition and, in establishing that foundation, does not constrain the

individual's purpose. As mentioned above, it has been suggested that
this communicative approach is prob]ematic\ with rega‘rd to students en-
tering a program with initially weaker language skills {Johnson, Note 5;
Wilkins, Note 6).These results might indicate that, far from being in-
feasible, this approach represents these learners' best chance to form
and test workable hypotheses about the target language. It seems to
be as Hatch (1978) suggests, that progress along a compunicative con-
tinuum is a strong facilitator and motivator of language acquisition.
The learner's great store of prior knoMedge, both about how language
is ogrganized and the information relevant to the topic of disgussion,
is brought to bear on the ta'sk at hand.

These resources are consviderable. This communicative approach
forces the learner to access and use both existing and emerging net-
works of meaning. In so doing these networks grow. In the grammar-
based program these resources lie largely untapped. Grammar practicé
cha}*acterized by memorization out of context does not appear td str;'ke
'the learner's acquisition process as deeﬁly. This situation can be
particularly frustrating for a beginning learner for whom the disparity
..between the richness of his/her native language 'competence and the

poverty of target Tanguage competence is so painfully’apparent.
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y

The Importance of Grammar ‘ ' ;

‘ This thesis hypothesized that discrete grammar teachiﬁg would not
result in a concomitant. improvemefit in performance. Moré‘precisely, it
was expeéted that in a program which stresses global corr%ction at a
higher discourse 1eve12 improvement in organizational ab{lity as well

as control over discrete grammar would result. Despite the fact that the
traditional program taught grammar explicity, grammar usade was not
better learned in this program. Grammar rule-giving and racticing
through structured exercifes were not included as a part gf regular

classroom activity in the communicative program. When within the

course of cdrrying out a task questions or errors which interfere with

meaning arose, théy were attended to ﬁndividua]]y; i.e. examples and

explanations were provided.

The results of the multivariate analyses particularly demonstrated
the failure-of the traditional approach to teach either grammar or communi-
cation. Subjects in the experimental group showed superigr performance
on both grammar‘measures, i.e. language use ahd mechanics{ as well as
communicability and organization. The inference is that grammar is better
1earngd yithin the framework of higher level discourse or anjzation. This
finding is also consistent with the hypothesis, put forward by Burt and
Kiparsky (1972) aﬁd extended by Parks and'Thibaudeau (1981), that feedback

on errors affecting comprehensibility improves overall ability.

Integrated Skills

Given the academic purpose of these Lé'programs, imp#oving wﬁitingn .
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ability is an important priority. However, competence in this skill
does not develop in a void nor is it instructionally treated in a void.
The communicative approach assﬁmes that the L2.1ehrner, at whatever
stage of language development, is building a model of the térget langu-
age. In the classroom, the learner follows a.program which teaches
mathemagenic skills, i.e. skimming, scanning, pre-viewing from headings,
in order to get an overview or distinguish between main ideas and
support. The learner is guided to an understanding of rhetorical or-
ganization; iécognizi or constructing an argument, achieving coher-
ence and EBhesign‘ n writing. The program stresses the connection

between reading and Writing at a discOyrse organizational 1eve1: The

56

recognition of thése patterns in writtan discourse is fostered throughout -

~

the program, geared natura]l; to the constraints of language comp]e*ity
at each level.

Because of the interrelationship among linguistic skills, it was
hypothesized that the subjects\ competence in carrying qut the writing
task would be relateq to their ¢ mpet;nce in performance on other langu-
age measurés. In order to ascertain performance éf that kind in this
study, readiﬁg and listening comprehension tests were administered to
both gﬁbgps. The results of these measures support the premise that the
communicative approach facilitates the acquisition of These s;?lls also,
with both méasures revealing higher scores for the commurficative group,

statistically significant in the case of the reading comprehension

scores. The non-significant increase in listening comprehension might

N .
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be explained by a look at the range of scores. This test may not have
been an accurate indicator of ability for.this skill due to a possible
ceiling effect. Nonetheless, the results of these measures argue well

for insuring the integration of skills on cognitive as well as linguis-

tic grounds.

Methodological Considerations

On ‘the basis of these results, some specific recommendations can °
'be made for program design of EAP courses for foreign students. The
most striking implication is that of shifting the basis ef course plan-
ning Ofrom a preoccupation with structuring grammar exercise's}into pre-
determined learner interlanguage stages to a basis of ungraded materialh
whicﬁ challenges arid stimulates the learner. By changing the emphasis
to content ba;ed cugpcutum the L2 I]earner is much better place to
know and show the teacher what grammar structures s/he does negd.

-

However, a transition of this kind presents.difficmties for many

teachers.
@« ¥ .

Teacher training. There are many explanations for the‘difficulties

that would be incurred by instructional designers and teachers in ac-
commodating themse]v’eswto the conclusions drawn from tHese data. First
“of all, many teachers in English Second Language (ESL) today have been
trained in a grammar-based approach; It is difficult to envision the

‘

progression of the communicative approach when this funs counter to
9
all one's training. Secondly, the instructional premise of ESL pro-
grams, of which this EAP program is one type, has to this day been
e

s
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largely the eradication of error,-classified by grammar type. The
intuitive solution would seem to be to practice the fbrm to per'f'ection.
The "appeal to a higher level of discourse does not immediately suggest

itself either as an inherently worthwhile pedagogic pursuit or as a
L}

means to achieve that accuracy. . . ]

¢

The communicative approach demands certain competencies of the
1 . -
teacher. Global error correction and d#scourse analysis require an
abiTity to analyse systematic irregularities in the learner's inter-
- %

language. It also entails a shift in instructional focus from gram-

" matical realizations of the Tanguage to content. This change would

entail a new approach to materials development for EAP purposes. The
. )

training of ESL teachers today does not equip them with either the
ogrvie.w or the v:ange of skills this type of communicative approach
demands. This study indicates that training which offers these skills
1'sQ)desirab1e. Tt should be remembered, however, that the teacher in a

’ ~
communicative program of this type does not operate in isolation. This

communicative program of fers extensive support to its teachers. To fully

grasp the synergi"s’tic nature of this support, it is useful to analyse

this program as a system. To this end, an analysis of the key factors_

in EAP program design is made.

-

-

-

Program Design

Like many other instructiiﬁ\?stems, the communicative approach

i’ncorporates a number of sub-systéms working in concert. The efficacy
of each part and the system as a whole is to some extent'dependent upon

Y
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thé“béeratlpn of these variables within certain critical parameters.

e
u

. Theseufhodﬂd be understood by those interested in designing a communi-=

cative program of the kind investigated by this study. The issues

whichgyere identified are central to,an understanding of how this pro- 4
|

gr%m achiéves its goa]s.’ These~inc1uae: student placement, Tevel

o

placement, core «curriculum learner progression through the system,

classroom st¥ture, bteach‘Mt, and quality control. The foﬁowing

draws upon a cybermetic anaiysis to instﬁugtional design (Mitchell,Note 7;

< Pratt,Note 8). For the purposesof this discussion, the analysis is in-

tended'as a heuristic basis for choice qnd a guide to the inter-rela-

. tionship of variables rather than as an operational #odel. This entails

a description of the program's stable operation in terms of basic prin-

T ’ R . )
ciples of feedback control, requisite variety and redundant communica-

v

tion channels (Beer, 1974).

3

P]acemeﬁ%}§¥i;?m the standpoint of any instructional system, in-

L] L. . . . s
. coming learners re resent variety. The basic 2Perat1ng'pr1nc1p1e of
‘ 7

any instructional system is to match indivjdqpl variety/sufficiéntly

that thes learners leave the system with comparableeskills. Sb it is

" =

with ESL instruction. However, in comparing the traditional te the

communicative program, certain discrepapcies in the system-learner
A

L4 | (

match can be noted, These differences stem, perhaps, frgm the particu-

<,

lar interpretation of proficiency underlying . the ®rammar-based approéch.

As defined, an important goal of this approach is to eradicate discrete

1) .« .,

grammar errors. Much of the learner's behavior, then, in tegms of S

. : o, ' | '
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developing interlanguage stages or rhetoricalt experimentation, is not

[N

taken as information; it does not inform goals.

The learner's variety within the definition of this prograq.:s
thereby constrained to aims that engage hiéﬁher capability only minim-
ally. As pointed out previously, the learner's gyore of resources can
pqtentja11ykbe drawn upon to acquire a second language. Tfe superior
performance of the experimental Tow abi]%f& group, in a communicative
progr;m which pushes the 1ear4er 5 acquisition procggs, must be accounte
for in parttsxthe interrelatedness of *the placement procedure and the
instructiona1 technique. Placement procedyres are crucial to'the inte-
grity of an L2 program in that théy'safeduqrd the match of language Weye

. -~ . .
objectives o incoming learners and ensure continuity throughout the

system. A comparison of the"p]acgmgnf system reveals the characteristic

differghces in a’ conception of the learner and instructional goals in

1

o
a

each program. N <

~
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.
The traditional program used a verS1on of ﬁhe Michigan Examination

of Eng]i\p Pr2;5c1enty to place its stidents into Tevels. Essentially
. 1

@ test of discrete grammar knowlédge, it assesses aequired knowledge,

nogﬂproductive capacity. As$ a consequence, groups have to be reorgan-

ized to reduce the divergent communicative disparity émOng learners.

&

L »
This reorganization is then made ongﬁﬁe basis of_urfting”§§hp]es evalu- .

k v T -

ated fﬁd1v1dua]1y w1thout system- w1HE'gu1de11nes Valuable time is

spent establishing homogene1ty of communicative ab111ty within levels

*

as a result of initially try1n4 to fit each learner to the)neasure

|
&
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of grammar Fility. As much as a week of valuable program time

can be lost to the learher during this reshuffligg. s’

In comparison, the learners in the communicative program undergo

an evaluation planned by staff members to match program goals. Its

- e ¢

intent is to furnish infgrmation about the Jearners that focuses on

higher-level discourse.abilities and communicative competence.- This

- is a two-part.evaluation. Learners are shown a short animated film.

They ar134§5ﬁp:sked to write about the film. The question is stated
so as to elicit more than a siﬁple narration of events. Following
this, each student'is interviewed. This interview serves a ﬁumbgr of ,
purboses. Personal information such ag language learning background,
personality factors, such as timidity-gregariousness, which serve as

a predictive indicator of success at language learning, as well as

personal goals are elicited. Most %ﬁportant]y, people are asked to

discuss the intellectual content of the film to better assess indivi-

dual competence. A placement team then evaluates both measures.

Each wrfting sample is read a number of times; assessment is al-

Ways verified by at least one other reader, On first réad1pg an overall

S
evaluation of discourse control and lexical 30ph1st1cat1on is made. >

Groupings are arranged into beginners, igtermediate and advanced cate-

gorfes These initial group1ngs are then put through the read1ng pro-

.cess a second time to place the learner into the correct ab111ty group

(Tow and high). The oral interview is Yaken into consideration on]y

during this‘phase, for ag%research has showﬁ, while writing performance

‘Y
%, 1

N
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is a good indicatof of listening and reading competence, speaking
ability may.differ'(011er & Hinofotis, 1980). The advantage of this -
placement system is to p[q!jde criterion:geared %nformation to insure
the thogeneity of ability within the system.” As the courses are or-
gan{zed ;o make learners aware oﬁldiSCOurse organization in reading and
listening. and to achieve control ovér rhetorical oFganization in writing,
this evaluation provides the teacher with crucial information on the
first day of class:,hThe.teacher can quickly assess the needs of the
learners in this regard and organize the instruction effectively from
the start: Tbe learner receives information syhe,particulaély needs and
tan begin Q@mediate1y to improve. Thi; match of informaiion to the
goals of the system represénts a gain’in overall stability. ‘

Learner progression through the system. In the traditional pro- -

gram every Jearner progresses through the complement of courses in their
prescribed sequence. Each level is accorded itg own set of grammatical
boints to master. At any level there isfsome content which is consi-
dered novel for all learners. As a consequence of thfs linear progres-
sion in the traditiodal program it is difficult to match the individual
learner's needs or 1nter1anQUﬂ9e state. The traditional pragram attenu-
ates the individual's variety in the sense that it perceives ability
within a somewhét narrow band and filters information both to the learner:
and the teacher through that perspective.

The communicative program amp]ifies the incoming variety in at

’

" Jeast two ways. First, the system is designed with overlap to jmprdve

»
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chances of matching a learner's abilities. In as much as the organiz-

.

ing principles dictgte a content based rather than‘é grammar based core

b

curriculum, the Tearner does not "miss" essential grammar points. The

1evels'are distinguished from each other on the basis of language diffi-
culty, length and density of information, or complexity of ideas and i

rhetorical organization. The following diagram (Thibaudeau, Note 9) shows
the progression: ' ‘

v

. levels 1 { BEG.A |BEG.B ]
2 BEG.B | EA
3 EA | EB
4 © % | EB IA .
5 1A I8 ' N
6 L 1B ADV.
7 ADV. | Aov.

An important feature of this system fs the ﬁb]icy of level skipping
A strong learnermighf begin a}t level two, skip to Tevel four, then to
level six and leave the systemlln7nine months to enter univeristy within
a year of afrival. A weaker student might do the same in two years.

The advantage here lies in the choice from a variety of paths through

which a learner may reach the advanced level.

Core curriculum. Structuring a core curriculum is a matter of
level and type of objectives, as well as the delineation of an underlying
model of interaction between teacher, the learner and the content

i

(Macdonald-Ross, 1975). The 1ist structure approach cba?acterizes the
. - s
grammar sequencing model of traditional curriculums. It has been sug-

; - .
. gested that this information is unsuited to sequential structuring

R e
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because it is, in some. form, required at all levels (Widdowson & Brumfit,
1981). The communicative program réf]ects its focus on the information-
carrying purpose of 1a;guage in the selectiqn of core curriculum princi-
ples. Curriculum structure is based on the selection of challenging
and intellectually stimulating material gathered for the most part from
authentic sources,‘organized thematically and graded according to tﬁe
level of language difficulty. The difference in structure entails a
redefinition of the re]ationships)of teacher to 1earne}, teacher to
content, learner\to leérner and learner to con;en;l
The results of this research demonstrate the effectiveness of this

approach over ihe tradftionalrapproach. %hése results are the product
of a systew which demands novel behavior from botq/1earner and teacher.
The teacher has tﬁ get comfortab]e with thé idea of Having less control
than~i; the traditional classroom. , His/her role as materi$1s developer, .
faci]itaté? and organizer of instrﬁction is stressed over that of judge
and final arbiter of a11 classtime questions.

lf)This communicative program provide;,support for teachers wﬁo must
learn to funqtion within these new norms in two ways. The\first consists |
of @ teaﬁher consultancy service. Experienced teachers serve as level
consultants. Their functions 1nc]udeLbrienting new teachers to the re-
sources of the program: in-house materia];, new materials, teaching
techniques. They observe in-class teaching and provide feedback on the
experience to insure a'certain standard for program methodology. fhey

-

assist teachers at the,]evel:in the preparation of authentic materials.

[P




skills and strategies and for the integration of Ski]]%, i.e., reading,

65 -

Exploiting authentic materials can initially seem a forbidding task?
consultants can-praovide the teaéhers with gaidé1ine§ for materials
develapment. Basically, this app;bach exploits authentic materials in '
four ways: from the viewpoint of thematic content, for the organiza-

tional characteristics at the discourse level, for the manipulation of

o X A o M AU P ML 1 St 8

listening and writing interface. This broad spectrum for materials
development adds both creativity and participétion which'is methodo-
logically iﬁpoSsib]e in a grammar-based syllabus.

The second support system is a more informal arrangement of in-
house seminars on topics relevant to the principles and practicé of
the program. These seminars do serve to insure the standards of the

program and to encourage teachers both to maintain these standards and

J T S h i

improve practice. Sharing information about the classroom practice,
experiments in methodology, and research results promotes an atmosphere
. .

of co-operation and sharéd purpose. ‘\

Learner to learner interaction. The grammar-based model incorpor-

ates a teacher initiation--student response--teacher feedback style inter-

R I e RS AR PP AN s S

action which ressembles that of most classrooms. Unfortunately, this

structure -has a constraining effect on interaction in the Lé classroom

(Hotmes, 1978; Long, 1975) It réducés both time and channels available
for real communication ' By comparison, the commun1cat1Ve program' s

student*centered model of small group work ded1cates class time to

~

interaction and results in an increase of channels available for

A
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communication. 'The 1e$rner in this program is calted on to fulifill
roles that are unfamiliar and perhaps slightly threatening. Initially,
the learner may not be comfortable'with the demands of self-direction.
The teacher then must "prepare the students with strategies and a new...‘
outlook...to ensure participation of all members" {Parks & Thibaudeau,
1981, pp. 3-4)1 Within the structure of an information-sharing activity,

the learner is given the opportunity and a structure within which to

direct the course of classroom activity.

Quality control. The level objectives for the communicative pro-
gram are expressed in terms of ability to negotiate integrated langu-‘
age activities. Expressed thusly, these objectives act as a control
whigh ensures consistent quality across and within levels of the pro-

’ gram. They provide direction for.the type and structure of the activity.
~ They indicate the skills needed to carry out these activities. The

tyﬁe of activity increases in the complexity of demands made on the
learner as s/he proceeds through the levels of the program. By way of
example, the complete list of present objectives for the lTow intermedi-
ate level is included in AppenQix D. Te qirking criteria enclosed

are intended to guide the kind of feedback teachers provide for learner

‘ correction (seé Appendix D). The final exams evaluate the learner's
ability to perform 1anguage’act$vities similar in.type to ones normally

carried out in class time (see Appendix D).

Program devej opment. The systemic nature of this apprpach and the

benefits which accrue to the learner might best be illustrated in a

p—
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short examination of the developmental growtﬁ of the program. The
introductiqn of major segmeﬁts of the overall program were first in-
corporated,into classes at the 1ntermediate\]9ve1 and above. It was
observed that learners entering this level had &ifficulty adapting to
the change in approach. In response, work was carried out to incorpor-
ate this approach into beginnihg and elementary level classes. This
process was completed after three sessions. After this had been ac-
complished, it was observed that learners who came up throﬁgh the ‘system
were better able and more efficient at performing classroom tasks, 1ess‘
reTfant on teacher direction, engaging and encouraging other learners

in conversation, at the intermediate level.Concurrently, teachers at the:
intermediate level over a three session time -period began to realize

the need for an exploitation of materials which focused on building the

" Tearners underétanding and use of underlying cognitive skills and stra-

tegies. Once incorporated, these changes led to an increase in level of
language difficulty particularly at the highe% intermediate and ad- ,
vanced levels. Naturally there are 1imits to what is possible. However,
this approach utilizes teacher input to énab]e the system to upgrade its
own obaect1ves and, thus, remains open to change.

As-stated prev1ously, the cybernetic analysis of the commun1cat1ve

approach was intended as a heuristic .framework for understanding the

inter-relationships of major elements of the system. The justification

for an analysis of this type lies in fhe applied nature of the research

carried out in this study. If for the purposes of design or experimental

I
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- replication, results comparable to those evidenced by subjects of the
experimental group are anticipated, the operational functiﬁning of these'
key elements should be thoroughly understood. The above sections we;e
intended to sgrve this purpose;
Implications

_The results of this thesis call into question a structural ba;is

‘for EAP L2 programs for foreign students. Gfammatica] sequencing even

in the form of the notional-functional presentation does not offer a

“theoretical foundation of sufficient breadth. Jhe experimental program
1n'this study features'a content-based syllabus, organized thematically,
graded according to language difficulty, whose pedagogic focus is dis-
course organization. Subjects in this group demonstrated superior per-
formance on measures of three central language skills.

The communicative approach teaches skills and strategies associ- -
ated with a "1earnfng to learn" perspective {Alexander, 1981). In-cla%s
tasks incorporate mathemaéenic activities such as pre-viewing, %kimming,
and scanning. The tﬁeoretical,bésis for devising these activites draws
on first language researcn into processes of reading and writing 1

'

(Alexander, 1981; Flower, Note 10; Tavlor, 1975). Future research might
investigate .the effect of these activities on the comprehension of i
reading passages for fd?eign students in an EAE p}ogram.

Another issue arjs%ng from this research which could be addressed

\

!

in future is the criteria for placement procedures. As had been pointedk
' |

|

out, the placement procedure critically affects the continuity and

e roe
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effectiveness of the program. One'of the facsgrs which affects place-

ment is evaluation of the writing sample.. The communicative program

evaluates writing samples along lines broadly described as |control over

discourse organization. This evaluation

comprises the conventions of .

coherence and cohesion, as well as lexical complexity. Giyen the nature

of the program, these criteria have proven very useful. Hgwever, the

distinctions for placement between levels of categories remain fuzzy.

}t would be useful to investigate the way in which these ctfi

teria

differentiate between levels and categories. Attention might be paid

to the necessity for matching the criteria for evaluation to program

aims. The mesh of these two might provide a.rationale for [constructing

objective measures which is currently lacking in present research (Brodkey

& Young, 1981; Jacobs, 1981).

, This research chose to investigate the comparative gaiph in language

ability of subjects who_underwent different instructional treatments.

-

Having established program superiority, research into the nq
effectiveﬁess and future improvement of skills and strategig

iaught within an EAP program could proceed. Our efforts to

ture and '
s which are

ameliorate

both our understanding and instructional treatment of,second Tanguage

learning have intrinsic rewards. Cross-cultural experience

f .~

3
all as individuals and as a community.

enrich us

v

T g -



10.

70

REFERENCE NOTES

Vogel, P. Language development in Student-centered classrooms. Un-
published master's thesis, Concordia University, 1981.

White, J. What time is it, What time is it? Paper presénted at
SPEAQ 81, 9th Annual Conference, Montreal, May, 1981,

VTay]or, B. In search of real reality. per presented at the 15th
Annual TESOL Convention, Detroit, Marth, 1981.

Rosénsky, E.J. Methoas and morphemes in second lanquage acguisition
research. Paper presented at the 8th Annual Stanford Child
Llanguage Research Forum, Stanford, April, 1976. b

Johnson, K. Personal communication, June 9, 1981.
Wilkins, B.A. Personal communication, June 23, 1981.- :
Mitchell, P.D. The ubiquity of positive feedback in educational

cybernetics. Paper presented to the International Conference
on Educational Technology, Liverpool, April, 1974,

Pratt, D. Cybernetic prinicples in the design of instruction. Paper
presented at AERA Convention, 1978. &ric Ddc. 154799.

. ~ad
Thibaudeau, S. A case study of a lJocal syllabus. Unpublished manu-
script, Concordia University, 1981. ‘

Tower, L. MWriter-based prose: a cognitive basis for problems in
writing. Book in preparation, 1979.

e A ————

e e v

[

A -

By, S S T



»
Yy REFERENCES T
Q‘A}exande}, R. A learning to learn perspecti@é on reading in a’
foreign language. Systems, 1980, 8, 113-119.

Andersen, R.W. The impoverished state of cross-sectional morpheme
acquisition/accuracy methodology. In C.A. Henning (Ed.), Pro-
ceedings of the Los Angeles Second Language Acquisition Forum,

| u.c.L.A, 1977.

Bailey, » Madden, t. & Krashen, S. Is there a 'natural sequence' e
in adu]t second 1anguage 1earn1ng? Language Learning, 1974, 24,
235-243. ’

Beer, S. Designing Freedom, Toronto, (.B.C. Publications, 1974.

B]oomf1e1d L Language. New York: Holt, Rinehart & Winston, 1933.

Brodkey, D. & Young, R. Composition correctness scores. TESOL Quar-
terly, 1981, 15 (2 159-167.

Brown, R. A First Language. Cambridge: Harvard University Press, 1373.

Brown, R., Cazden, C., & Bellugi, U. The child's grammar from 1 to 111.

. In J.P. Hi11 (Ed.), Winneapslis Symposium or Child Psychology,
! Minneapolis, 1968. ) ‘

. Bﬁrt, M.K., % Kiparsky, C.  The Gooficon: A Repair Manual, Kor English.
Rowley: Newbury-House, 1972.

. Burt, M.K., & Kiparsky, C.. Global and local mistakes. In John H.
Schumann, & Nancy Stenson (Eds.), New Frontiers in Second Language
Learning. Rowley; Ma.: Newbury House, 1974,

-

-Cardale, M., & Corno, L. Effects on second language learning of varia-

tions in written feedback oQ‘homework assignments. TESOL Quérter]yl

1981, 15 (3), 251-261. . ’
Carroll, J.B. Research on teaching foreign language testing: the Jast

‘ five years. In N.L. Gage_(Ed.), Handbook of Research on Teaching.
Chicago: Rand McNally, 1965.

n

Corder, S.P. The significance of learner's errors. Iral, 1967, 14.

‘ qudér, S.P. Second language acquisition research and the teaching of
© grammar. 1;L Annual Report, 1980.

N

7

e

e



< ¢

D'Anglejan, A. Language learning in and.out of classrooms. In Jack C.
Richards (Ed.), Understanding Second and Foreign Language Learning
Issues and Approaches. PRowley, Ma.: Newbury House, 1978. A

De Villiers, J., & de Villiers, P. A cross-sectional study of the ac-

quisition of gramméatical morphemes in child's speech. Journal of -~

Psycholinguistic Research, 1973, 2 (3), 267-278. :

Dulay, H., & Burt, M, Natural sequences in child second language ac-
> quisition. Language Learning, 1974, 24 (1), 37-35.
[

Flower, L. S., & Hayes, J.R. The dynamics‘of composing: making plans
and juggling constraints. In L.W. Gregg & E."Steinberg (Eds.),
Cognitive Processes in Writing. Hillsdale, N.J.: Lawrenc;,f?lbaum
Assoc., T980. ' ' :

Gaies, S.J. The nature of linguistic input in formal second language
learning: linguistic and communicative strafegies in ESL teachers'
classroom languages. In H.D. Brown, C.A. Yario & R.H. Crymes (Eds.),
ON TESOL '77. Washington: TESOL, 1977. - :3

Gagne, R.M. The Conditions of Learning. New York: Holt, Rinehart,
& Winston, 1965, ¢

:ﬁg?;iday, M.AK., & Hasan, R. Cohesion.in English. London: [ongman

Group Ltd., 1976.

-

Hatch, E.. Apply with caution. Studies in Second Language Acquisitio
- 1978, 2 (1), 123-143.
Hatch, E.” Acquisition of syntax in a second language. In J.C. Richards .
(Ed.), Understanding Second and Foreign Language Learning: Issues
and Approaches. Rowley, Ma.: Newbury House, 1978.

Hatch, E., & Long, M.H. ‘Discourse analysis, ghat's that? in D. Larson-
Freeman (Ed.), Discourse Analysis in Second Language Research.
R wley, Ma.: Newbury House, T980.

" Holley, F.M., & K%ng, J.K. fmitation and correction in foreign language

el

learning. Modern Language Journal, 19711_§§, 494-498.

Holmes, J. Sociolinguistic competence in the classroom. In J.C. Richards
(Ed.), Understanding Second and Foreign Language Learning. Rowley,
Ma.: Newbury House, T978. - 5

apllymes , D.H. On communicative competence. In J.B. Pride & J. Holmes (Eds.),
Seciolinguistics. Harmondsworth, Eng.: Penguin Books, 1970.

. N

¢

S oA et

o

P

S xR Se

Y U

. e



Ca g Lamende]la J.T.

1 Y (
' )

L4 -"l " .
‘ @ B } " »
" -t -é -
. # > 73 '
X y !
JaCobovifs, L.A. ' Foreign Langflage Learning: A Psycholinguistic Analysis
. of_the Tgsues. Rowley,’Ma Newbury House, 1970.
Jacobs, #.1., Hartfiel, F., Hughey J., & Wormuth D, English ‘Ability
Profi]e. Co]]ege“Station, Texas, August, 1977, January, T1979.
I l
- . Jacobs, S. E Rhetomcal information as pred1ct1on TESOL Quarterfly,
Y1981, 157 (3), 237-269. vl . Fe
L R \y}
. Kaczmareky, C.M.  Scoring and rating” essay ta% ~In J.W. Pller Jr. &
B . \%‘“\m‘ K. Perkins, Research in Language Testi Rowley, Ma.: Newhury
) House, 1980Q.
B quhm& R.B. The Anatomy of Rhetoric: Prolegomena to a Functional
" Theory gT -Rhetoric. Philadelphia: The Center for Curriculum Devel-
opment 1972. - ' ’
, ¢ Krashen, S.0. Formal and 1nf0rmaT hngmstﬂc envwonm,ents in_langquage S
. acquisition.. TESQL Quarterly, 1976, 10 {2), 157-168. ‘
i Y il \ .
Krashen, S. The momtome]‘/for adult second languagde performance.
In M. Burt, H.-Dulay & M. Finochiano \Eds.), Viewpoints_on English
* as a §econd/Language. New York: Regents, 1977 a. -
(K Krashen, S.p. Some 1‘s~sues' relating to the monitor model. In D.H.Brown, '
. .. C.A.Yorio & R.H. Crymes. On TESQL '77. Washington, D.C.: TESOL,
¢ 977 b. ~ : - ' «
14 - N ,/ ¥y . 5_\ .
Krashen, S.D. A response to MCEAig "The monitor ingdel: some methodo-
A% s i ¥ " - 19Yfical considerations.

In Lafuage Learning, 1978, 29 (1), 151-

167. .
. ) ¢ . .
Krashen, S.D. Relating theory and%achce in adult second language  , T
acquisiton SPEAQ Journals 19 2 42), g-32. N

Krashen, S. m Effectwﬁ second language acquisition: ﬁmghts from\

e resea\‘ch ¢ oIn J.E. JAlatis, H.B. Altman & P.M. Alatis, The Second
g_nguagg Classroom: Directions for the 1980' S. London Oxford ’ ,
) Umversnty Press, 1981. - ” N

. 4
4 * ' N .
Lado, R’L & Fries, C.C. English PatterniPractice. Ann Arb/a'/:U/niz/ersity
, of Michigan:Press, 1968 N ‘ .

¢ — 4
General pr1nc1p1es of neurofunctional orgamzatwn and N

their mamfestatwns in primary andion prlmary 1anguage acqu151t1on
L.‘mquage Learmng, 1977, 27 1, 196. «

o

LamendeHa J T. The neurofunctm&a] bavsﬂs of pattern practice. TéSOL '
Quarterlx"1979 13 (1)

, ‘
“, !
. - | . A
. !
N, ' .
‘. ¢ A . . ;
t . . ‘
. . .
- . . .
» [ ! O

Nt
rén .
.
<
-
I3
Aot sPhn T i



¢

‘Sgﬁnkér, L. [Interlanguage. IRAL, 1972, X (3), 219231.

)

Larsan-Freeman, D. The acqu151t1%n of grammatical morphemes by -adult
ESL learners. (TESOL Quarter]y, 1975, 9 (4), 408-419.

: 7
Long, M Gr?up work and communicative competence in the ESOL cla&

v room n M. Burt & H. Dulay; (Eds.), On TESOL '75, Washington,
D.C.: TESOL, 1975,

MacDonald- Ross: M. Behavioral objectives: a critical review. In M°

Golby, J. Greenwald & R. West (Eds.). Curriculum Design.‘,Longon:
The Open U\?/ermty Press, 1975,

s

Bller Jr. & J.C. Richards Focus on the Learner: Pragmatic
* Perspectidles for the Langua e Teacher. Rawley, Ma.: Newbury House,

Macnamera, J. The cognitive, strj{tegws «of Tlanquage learning. In d. W.

1973.
Mullen, K.A. Evaluating writing|proficiency in ESL. In J.W. Oller Jr.
. & K# Perkins. Research in Lanquage Testmg Rawley, Ma.: Newbury

1972, 1X°(2), 115—]23.(‘

Nevaark L. How not to interfer w1th 1anguage 1earn1ng Interpational
. Journa] of Amemcan Linguistics, January, I-Q6§

House, 1980 : .
Nemser, W. Approximative systems of fore1gn language learners. -IRAL,

0ller, J.W. Jr., & H1nofot1s, F.B.  Two mutuaHy exc]uswé hypothesis N
about second language abililty? 1nd1v1s1b1e or partially divisible

competence. In J.W. Oiler dr. & K. Perkins. FRowley, Ma.: Newbur‘y
House, 1980.

Parks, §., & Thibaudeau, S.The communicative clasScoom: the teacher's
\ viewpoint. GAAL, 1981. o

&
/

Postovsky, V.A. Effects of delay in oral practice at 'the beginning of

second language learning. Modern Language:Journal, 1974, 58, 229-
- 239. ' . w )

“Richards, J.C. . Error Analysis and second language strategies. In J.H.

Schumann & N. Stenson (Eds.). New Fx:ontlers in Secoy Language
LEarning . Rowley, Ma.: Néwbury House, 1974,

, Richards, J. C. Models of lanquage use and 1anguage lear“rnng In J.C.

R1chards Understanding Second and Foreign Language Learningy
Row]ey, Ma.: Newbury House, 1978. ‘

» B A, I, e R

=t St W S A} e

vo Abesas

S e e g,



b + ‘ ' | v /
| ke |
. ’ . 75
¥ Ty
b ' .
< - | . |
+ Stern, H.H. Communicative language teaching and. learning: toward & syntﬁesis’.
In J.E. Alatis, H.S. Altman & P.M. Alatis (Eds.), The Second Lamguaged,
1Y

. ) Classroom in the 1980's. New York: Oxford University Press, 1981.
- Swain, M. Home - school language switching. In J.C. Richards (Ed.),
. . Understanding Second and Foreign Language Learning: Issues and
v ‘ Approaches.- R 'wley, Ma,: Newbury }‘house, 1978. '

Tarone, E. Some thoughts on the notion of communication strategy.
TESOL Quarterly, 1981, 15 (3), 285-295.

‘ . Taylor, B.P. Content and form: a two-way street. TESOL Quartemy,
! \ \ 1981, 15 (1), 5-13. & ‘ C
' L +

Widdowson, H.G. The teachisg of English as communication. English

Language Teaching, 1972, 27, 15-19. . ‘

[ 4
Widdowson, H.G. Teaching Language as Communication. London: Oxford
. Usmriversity Press, 1978. ) . C '
, Widdowson, H.G., & Bryrtit ,NC.J. Issues in second language sy1labus L
o ' design. In J.E. Alatis, H.B. Altman & P.M. Alatis. The Second
Language Classroom: Directions for the 1980's. London: Oxford
University Press, 1981. o

Wilkins, D.A. Second Language Learni‘ng and TJeaching: Londpn:n Edward
. Arnpld, 1974, ' ' .

» Wilkins, D.A. Notional Syllabuses. London: Oxford University Press, .
: . 1976. ‘ ‘ : g C.
- o *
‘ [
g v |
- .& - - . . '
4 ’ ¥ \
~ I = W
- > Y 't
> [ & . i .
R >\ s A ,
7 i ) ~T . N
o a / » 3
" 7
- ra
\ o - -
/7 | ]
4

L)

e e
0

Rl o s T e S



APPENDIX A

w




" Traditional 7 : 3 0

7

Distribution of Subje/cts by'Nativé Language n=10 E

Native Language .
Spanish French Arabic Other

0. SR
"High Abi Lity

Communicative ' i ’ 1 2 0 " “._“:.-
High AbiTity , S .

Traditional, . 4 ‘3 12

Low AbiTity . - I } : o

.Comunic;tive ‘ 5 o~ - 2 3

Low Ability . Ts

' ‘
-Distribution of Subjects by Ade n=10

, Age Groups
- 17-21  22-25  26-30 , 31-35  36-40  41-45

Traditiopa | 5 12 2. 0 0

High Abi1ity | .

L

* "Communicative 9 1T .0 0 0 0

High AbiTity

Traditional 2. 3 4 0 0 1
Low AbiTity .

Communicative 5" 3 2 0 0 0
Low Ability B » ' |
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Writing Sample No. 1

Composition Topic: "Eskimo Life: Past and Present"

1. Topic Intr‘oductic;n: Time allotment - five - seven minutes.

Questions: Eskimos, Who are they
Where do they live

.

How have they lived in the past
4 Has this 1ifestyle changed, How?

L4

/ .This is a teacher centered activity involving the whole group.

The topic questions are suggested as information eliciting devices to
stimulate interest and offer content for the writing. The information
fo]icited furing this .process might be noted on the bTackboard for
later referal. The questions posed and elicited information should be
noted by the teacher along with the amo;‘nt £ time spent for this seg-
ment. |

2. Listening Comprehension: Time allotment - ten - twelve minutes.

Sfug]ent? should be told that they are going to be fead some infor-
 mation about Eskimo Vife, past and present. The F{F¥t time it is read
\they should just listen, get.the general idea. The passage will then
be read a second time and sfucjegts should take notes to be used for .
l>ater refere\nce white writing. The‘ first reading is done at near nor‘malj\k‘)
. speed, i.e. four minutes. The second is done at near normal spéed with

-slight pauses at three-sentence intervals to allow time for writing,

with a s1ightly longer pausé between paragraphs. \

4
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3. Note Comparison: Time allotment - five minutes

Students meet in groups of three to compare information. Students
should be\told to get missing iﬁformation from others in their group.

'feacher should not offer additional information bht'clarify or rebeat

what was read and offer encouragement. - i
'y Writing: Time allotment - fifty minutes : °

i . ,

Topic is assigned; written on the board. Students should be told . ,

how much time they will have. They should be told to: think for five
minutgs, write for forty minutes, revise in the final five. Students

should not be constant1y’reminded of the time but told when fiJé ’

'

N

minutes are remaining. Teacher must not suggest sentence formation or
organization to individuals but can provide vocabulary items. Students

may be allowed dictionaries.
\ Y
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Ljstem‘ng Comprehension: "Eskimo Life: Past and Present’
X Today the life of the Eskimo is quite different due mainly to
the influence of white culture. The modern wor:1d has introduced: the
/ Inuit to the world of television, health services, education and bugi—
ness. Now permaneﬁt sett]ements héVe been established and most activi-
.. ties are cefftered there. ,One important activity which is now undertaken
. \* in the permanent settlements is the production of works of art and

«crafts on a much more organized scale than was prac-ticed in the past.
waever, while some of‘ these changes ﬁave Dbrought bénefits,
: ;‘ : others have resulted in the destruction of their traditig)al values
% | 'and lifestyles anéi caused anxiety for the -people. The area of transpor-
, i - tatton offers a striking example of how a single piece of machinery can
+  affect a group of people in many ways. |
After the introduction of the snowmobile, an automotive vehicle
¢ for travel on snow, the hunting range of the Ipuit greatly increased.
They were now capable of travelling greater distanééé in shorter periods
of time. However, with the snowmobile came some ;;roblems. Because the
territory had expanded, it was no longer big enough to accommodate.
] everyone. Several animals Qere overhunted and are 'graduaﬂy becoming \
extinct. This has led to decreasing amounts of certain food supplies. #

< In addition, the Inuit have suffered a hearing Toss in the higg,!fr:e-

quency range, a result of the powerful sound of the snowmohile.
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Writing Sample No. 2

Composition Topic: "The Problems of Stress”

<

Teachers' Instructions

1. Toplic Introductitzn: Time allotment - five - seven minutes.
Questions: What is stress?
—t 'How does it affect you?
Why dg people suffer from stress?
How can it be avoided, relieved? -
This ?s a teacher centered activity involving the whole group.

The topic questions are suggested as information eliciting devices to
stfmulate interest and' offer content for the wri}:ing‘. The information
soiici'ted during- this process might be noted on the bléckboard for
1ater' referr;id. The questions posed énd elicited information should
be noted by the teacher along with the ‘exact amount of time spent for
this segment.

2. Listening Compreherisior:\'ﬁme allotment - ten - twelve minutes.

Students should be told that they are going to be read some in-
formation about stress; its causeé, effects and possible solutions.
“The first time it is read they should just listen, to gef the general
£

idea of the passage. The passage will then{%e read a second time and

students should take notes to be used for later referral while writing.

The first reading is done at near normal speed {about four minutes).

JThe second is done at near normal speed with slight. pauses at three-

4
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sentence intervals to allow time for writing, with a slightly lénger

pause between paragraphs. ™

1

3. Note Cgmparison: Time allotment - five minutes.

Students meet in groups of three to compare information,
should-be told to.get missing inofrmation from others f@‘%heir
Teacher should not. offer additional information but clarify or
what was rea;\and offer encouragement. ‘

4. Writing: Time allotment - fifty minutes.

Topic is assigned; written on the board. Students ‘should be told
how much time they will have. ‘They should be told to: think for five
minutes, write for forty minutes, revise in the final five. Stud nﬁs
should not be constqnt]y reminded of the tihe put told when five
utes are remaining. Teacher must not suggest sentence formétion 0
organization tg individua]&\ggt can provide vocabufﬁry itﬁms. Students

may be allowed dictionaries.
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Listening Comprehension: "Relax and Live."

It is commonly believed that only rich middle-aged businessmen
suffer from stress. . In fact anyone may become i11 as a result of stress

if they expérience a lot of worry over a long period and their health is
* not particularly good, Stress cap be a friend of an enemy: it can warn .
b‘ 1

you that you are under too much pfessure and should change your way of

life. It can kill }od if you dok't notice the warning s%gna1s. Doctors
agrze that it is probably the biggest single cause of i1lfless in the

western world.

What does stress do to our bodies? ‘
' ; ) < °
When we are -very frightened and worried out bodies produce certain
chemicals to help us fight what is troubling us. Unfortunape]y these

chemic;35‘produce the enerqy needed to run away fast from an dBject of

fear, and in modern life that's often impossible. If we don't use up xf“‘}
these chemicals, or if we produce too many of them, they may actually
harm us. The parts of the body that are most‘gffected by st}ess are the
stomach,’heart, skin, head and back. Stress can cause car accidents,
heart attacks, and alcoholism, and may even drive pegple to suicide.

AR

What™ causes stress in the first place?

.

Our 1iving and working conditions may put us“upder stress. Oygr—
crowding in large cities, tra?fic jams,‘competition for jobs, uncertainty
about the future, any big change in our lives, may be stressful. Some

British doctors‘pave painted odt that one of Britain's worst flu waves

7



' came within weeks of the country changing to decimal coinage. Also if
yoh have changed jobs or moved house in reéent'months you are more ]jke&y
to fall i11 than if you haven't. And more people commit suici&e fn times
of inflation. N\

What can we do abbut stress? /

As with all illnesses prevention i; better than cure. A very common
danger signal is the inability to relax. 'When you're taking work home,
& .

P4 -

-outdoor exercise - that is the time to.stop and ask yourself’ whether your

when you can't enjoy an evening with friends, when you h@vg;'t time for

present 1ife really, suits you,' says one family doctor. 'Then if's time

!
to join a relaxation class, or' take up dancirng, painting or ggrgening.'“

Ly
| ]
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Writing Sample No. 3
o -" A

Composition Topic: "The Problem of Overpopulation” 1

; : " i 4

1. Topic Introduction: Time allotment - five - seven minute?.

A ] \\ . v

St

i
Questions: %ﬁt"i s overpopulation?

oy i

How does it affect our Equntries?‘

What are some of the ‘causes ?
) ) | What are some [30$sicb’le solutions? .. Y
This is a teacher, centered ,activity involving the {hole group K ¢
The top1c questions are suggested as"information- ehc1t1ng devices
to st1mu1ate 1nterest and offer content for the wr1t1ng The infor-
" mation solici ted dumng t“s process might be noted on the b]ackboard 3
for later refem‘h The questions posed and ehclted information |

should be note'd'by the teacher along with the amount of time spent for
this segment. ‘ | . oo

2. Writing: Time allotment - fifty minutes ) .
\ Topic is assigr{edi written on the board. Students shoul\d be*to1d ) ) !

how much time they will have. They should bé told to: <think for five = -~

minutes, writd for forty minutes, revise in the final five. Students
shouldfnét be conhstant]y remrinded of the time but told when five minu‘tes

-t

are remaining. Teacher must not suggest sentence formation or organ—
7

-]
. & tization to 1nd1v1duals @t can prov1de vocabu]ary items. Students mnay

]

be allowed dictionaries. ) .
' “»
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Important.

’

Reading:

Listening:

44

Teachers' Instructions

! |
R

Hand out and co]]ect each_part of the exmri

b3
I
Separately in the following order: - o _ ’
TNy, .
‘1. Reading
2. Listening SN ‘
3. Writing
Allow approximately one hour LA
, . 3 ,
N
N.B. L. ‘ N
- during the first reading have the students
listen for the genera1 meaning and write the
main idea
- during the Seco'nd reading have the students
take notes . v
- hand out worksheets after second readmg k
- leave enough time for students to read worksheets
before the third reading, ,‘ .
} ‘.
- during the third reading students should check
their answers
\/ . . »
4 i
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' ' C O NAME: .
READING COMPREHENSION R

o -
Read the fo11ow1ng passage and complete the exercises ﬂmt fo]low.i

(1) Air pellution is one of the most serious problems present1y .

facing government and industry. (2) It is not, however, a new .
problem. (3) References to it date back to the fourteenth century
when coal was introduced as a source of heat. {4) Duripg the Industrial
Revolution the problem-became intensified and today air po]lqtiSn has -
reached new heights as a direct result of our increasing urban{zation,
industrialization and use of the automobile, )

-

L3

L}

(5) The greatest source . of air pollutants results fromimhe A
combustion of fossil fuels‘ghch as coal and oil. 1(6) Industrial
activities such as iron and steel manufacturing, metal smelting, oil
refining, pulp and papér and chemical and petrochemical operations are
also mégor sources of airﬂpo]1utants. (7) An_inventory of Canadian
emissions for 1970 compiled by the Department of sthe Environment divided
pollution sources into five categorwes with the following results:
transportation, 56. é%, 1ndustr1a1 processes, 24.5%; and m1sce11aneous,
7.64&. '

\

(8) Two of the contaminants of the environment are sulphur dioxide

and carbon monoxide. (9) The former is a major problem in urban and
indust‘ha] areas where large quantities of coal agd oil are used for

the: generation of electric power, steam and heat. {10) In most urban
a}eas the average concentration of sulphur dioxide varies with the season
with the highest level beingrrecorded during the coldest months of the
year. (11) Sulphur dioxide is also a hajor waste product in the smelting

of sulphide dres, refining of petroledm ared manufacture of pulp and paper.

(12) The second major pollutant, carbon monoxide, originates primarily

" from the exhaust of motor vehicles with smaller amounts coming from

‘other forms of combustion. (13) Concentrations over city streets vary

.with the density of city traffic. (14) The highest concentrations are-

recorded in commercial and industfial districts of targe cities. (15)

- . y hd 1
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In comparing the two major pollutants sulphur dioxide has more severe
effects than carbon mohoxide. (16) That is, if you compare equal amounts .
of the two gases, the effects of sulphur dioxide are more deadly.

«

. . .
(17) Air pollution in the urban environment affects human health.

(18) The effects can be classified into two main categories. (19) The
firs; type causes discomfort and annoyance. (20) Inc]uqed in this -
category are eye and nasal irritations and odors. (21) Although these
effécts may nBt result in-any permanent physical impairmént, they are
experienced by a large segment qf the pooulation and are therefore more
likely.to. determipe public reaction. (22) The second category of health

affects involves actual physical 1njpry. (23) There have been air voe "
.pollution disasters in many parts of the world. (24) The best known of

these occurred in London in December, 1952, when a four day period of sti]]
air caused poMution to accumulate in a thick fog. (25) Months later a
meview of mortality statisticé revealed that 4,000 excess‘deaths had
occurred during that pe}iod and that- the cardiorespiratory itlness rate
“had increased to more tﬁén;twice the normal rate for*that\period.

3

“

‘ (26) Air pollution episodes are of course alariing but of greater
conbern today is the long-term effect on human health. (27) Even rela- c
tively Tow levels of contaminants affect those who live in a continuously
po11uted'atmosdhere. (28) Air pollution is no doubt afcontributing facf
tor to the risinb inci dence of chronic respiratory diseases including,
lung cancer, emphysema, bronchitis and asthma- (29) In general, these
.chronic dideases develop slbowly over long periods of time. ‘
(30) Present air pollution control is {nadequate since it is too
of%en limitéd'by the costs involved. (31) However, the City of -London .
is a good example of what can be done. (32) There, tﬁe conversiqﬁ to .
smokeless fuel and a policy of government subsidies for modifying fur-
naces and grates have performed a visible mirac}e. (33) Londoners have
bought themselves 53% more winter sunshine and visibility has tripled to
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four miles. (34) The thick fogs are gone and varietiés of birds which
haven't been -seen for years are now reappearing. (35) The success of
programs such as London's and increasing public awareness of the

dan_ger-s_ of pollution are two factors that are influencing governpments

“around the world to pass poHption-contml legislafiori.
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NAME: : ' »
Part A, ' ‘ Ve ’
* Identify contéxtqal references by completipg the sentences below.
1. In sentence 2, it refers to
- ¢
v . 2. In sentencg 3, it refers to

‘ 3. In sentence 9, the former refers to r
r A ‘ >

P 3 »
-

4. In sentence 15, the two major po]]utanfs refers to

- ' ~

5. In sentence 16, the 'two//gases refers td .
' X

i
¥

. | b
- . 6. In sentence 21, these effects refers to >
L) : ’ ; . _ : .
* 7. In sentence 24, these refers to_ - »
d_ ﬁ\' . ¢ \

- - . ¥

-

8. In,sentence 25, during that period refers to _

~ “ r

.

. - /
)

9. In sentence 30, it refers to
4 %

(] .. . . <
- ' “

10. In sentence 32, there refers to

<

.y

—
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Part B.

Write "T" in the space in the first set of brackets if the
following statements are true, and "F" if they are not, according
to the information contained ip the passage. In the second set
of brackets write the number(s) of the sentence(s) which provwde
you with the necessary information. -

‘ 14

J

Air pollution is a recent problem ) ()
The Tndustrial Revolution had a major effect on air () ¢.)
pollution. .

(‘
Industrial processes are the pr1mary source of air (o )
_pollution. . . . .

10.

. Su]phJi dioxide and carbon monoxide have an equal ( () g

Concentrations of sulphur dioxide in the air remainat ‘( ) ( )
approﬁyate]y the same level all year. .
. ' .

—
.

effect on the environment.

o

Pollutants which irritate the eyes and nose are serious (') (
because they cause permanent damage to human health. -

0

- - %
3 » H
L

. Many deaths have been directly related to air po]lutmn ey )

disasters.

Chronic diseases such as emphysema, asthma and bron- ¢ ) )
chitis are caused by air pollution disasters like -
the London 'inversion' of 1952.

. Money is a factor in air pollution control. . ) ()

i
# . ) %

Changing the type of fuel and improving the equipment ( ) ( )

_used to heat buildings has proven to be an effective

anti-pollution measure. . .

>
»



Part C. .

Find the following information in the reading passage. Write

the number of the senténce that contains the information. ;In

some'cases more than one sentence number s required. -
1. Government data on pollution sources: ' '

2. Reasons sulphur dioxide is a problem in cities and
- industrial areas. '

3. The source of carbon monoxide pollution. . -

+
1
+

P

4. Classification of the effects of air pollution-on health.

(S

5. Effectﬁ of the Londoﬁ air pollution disaster of 1952.

[

6. The relationship of air poliution fo chronic disease.

»
5

»

. ’ —
. 7. Effects of pollution'control measures in one european qity.‘\\\‘\\\‘

»
"
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Part D.

" paragraph "the one which expresses the main idea of the paragraph.

- Paragraph 1

The following exercise dea1s with the first four paragraphs nIX
Choose from among the three possibilities listed for each

If you do-not think that any is suitab1e, then write your own.

a) effects of air pollution .
b) the Industrial Revolution

¢) history of air pollution

d) ) . ‘

-

. Paragraph 2

a) fossil fuels _

*b) effects of pollution ‘ .

¢) industrial development ' ' N

)

.Abaragrapﬁ 3 ‘

a) twa major air pollutants

" b) the effects of sulphur dioxide

d)

. Paragraph 4

c) the effects of carbon monoxide

a) air pollution and death

"'b) the effect of urban poTlution on health

¢) pollution and the urban environment .
d) . -

o~
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Listéning Comprehension Script (For teachers use only)

bl -

+

STUDENT INSTRUCTIONS ARE:

-»

" ‘ : v

You will hear the Tistening passage three times. The first
time listen for the general meaning. The second time take
notes. Before you hear it a third time you will be given a
worksheet. Try to answer the worksheet from your notes..
When you hear the Tlistening passage the third time try to
get the rest of the informatien you need to answer the work-
sheet. Add the information to your notes. Complete the
worksheet.

.

" One of the great problems of the twentieth céntury is environ-
mental poﬂution In this second half of the century man has become o
;more aware of the dangers o'f ﬁo]lutwn Consequently, goyernments '
have begun passing, 1aws aimed at protecting the ehvironment. Some of
these laws are designed to control pollution by p*reventmg the use of
cettain fuels and poor quahty equ1pment which can increase the problem.
Other .laws attempt to fight pollution by restricti ng the amount of
pollutants which can be ‘released into the environment.

) 1{he ear]i,est‘ anti-pollution law was enacte';i nearly a century ago -
when the city of Chicago passed a.n'anti-s,mokeAby-'law in 183]1. In more
recent decades “natiogal legislation has become more important than local
legislation as part of the wati-pollution effort.: A Clean Air Act was

- passed in England in )956. In the United States, a similar law was

passed in 1963. A Water Quality Act became law there two years later. -.*
Canada passed Clear Air LegislatTon' in 1971. ’ )

At the international level there has been pressure for more anti-
pollution action by governments. In June, 1964, experts from the
United States Japan and 17 European countmes met in Strasbourg, France-
to plan a campa1gn against aw pollution. In August of the same year.,
an Internahonal Conference on Water Pollution was held in Tokyo, ‘Japan.

" Since that time, there has been an increasing number of ‘conferences in

the area of environmental poHutTon‘. It seems highly 1ikely that further
pallution-control legislation will result from this effort.

95
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LISTENING COMPREHENSION - N NMMEs -

JPART A. Main Idea

4

INSTRUCTIONS: Your will hear the listening passage three times. The
B first time listen for the general meaning and write’

the main idea. The second time take notes. Before -
ou hear it a third time you will be given a worksheet.
y to answer the worksheet from your notes. When you

hear the listening passage the third time try to get

the rest of the information you need to answer the

worksheet. Add the 1nformat1on to your notes. Complete

the worksheet. , .

$

Part B. Notes. Take notes while Tistening to the passage.

96
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"LISTENING - COMPREHENSON : NAME:

- i

Part C. Circle the correct answer according to the informatwn in the
'Hstenin.g passage. .

1. The main focus of this passage fis
a) great problems of the twentieth centm:y
b) international.conferences
) pollution control legislation . R

1

2. Pollution can be controlled by

a) banning the use of certam fue]s .y
b) controlling the amount of poHuta-nts in the env1ronment

c) both a and b " 4 .

3. The first anti-pollution law was passéd ‘
a) very recently ' [ ' T .
b) in the nineteenth century -, ” ‘ e
c) several hundred years ago

4. The anti-pollution laws mentioned. in the passage L
a) all-deal with air pollution
b) all deal with water poHutio“ﬁ

c) most deal with air pollution

Part D. Indicate whether the following statements are true (T) or
false (F) according to the information in the listening passage.
‘If a statement is false put @ Tine through the part that is
false and write "the "true" information below in note form.

( ) 1. In order to protect the environment many governments have passed
anti-pollution laws.

. '

-~

( ) 2. A1l anti-pollution laws restrict the amount of pollutants which
can be released into the environment.

b
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( ) 3. Local legislation to’ control po‘l’lutfon is more 1mportant than

nat{onal 1egislat10n. e
4(‘ ) The first nat(on~wide legislation for_ c‘lean air was passed in
England. . .

’( } 5. The two international conferencés. on poHution in 1964 dealt
with .the same kind of ponutfon

’
u . ’
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LEVEL TA " READING COMPREHENSION
Answer Key ' ' i
Part A. ' | .

. air polluti . ' > ’
1. air pollut op‘ //\ | | | .y
2. ‘air-pollution , .
J. suTphur dioyide. . - = - e - Lo
4. sulphur dioxide and carbon monoxide V " ‘w
5. su’l phur dioxjde and carbon monox 1 de _» <t , toe
6. eye and nose frritations and odors o <
7. air pollution.disasters’ . ’ ‘
8. 4 days in December,~1952 e )
9. present air pollution control A o
10.london * - | / . o total 5 —
_P__.__.art B" ~ ‘- ' “ ! { ' . » . . w
1. ,F 2 (3) 6. F 20,21 v @
2. T 4 7. .T. 5. T ?
3. F 5 (6,7) 8. F 2829 |

4. F 10 9 T, 3 - .
5. F 15 (16) 10.7T 3 . total 10
Part C -
.
1. 7 ) 5. 25 , E - “
2. 901 ° . s 28 ' \ o
3 12 | n 33, S : Lo
\4.'19, 22 (20,25) t o . total 7 M.l
" part D. ' , ‘ i .

1. ¢ 2. write own 3. ‘A 4. B total 8 T

R | Divide by 3 ' .

b & ' i,
*” AW “  Reading’ TOTAL 10
\ R ! - ' . — -

,.
s
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{
Answer Key

Part-C.

LN
Notes
1. ¢
2. ¢
3. B
4. ¢
1. T
2. F
3. F
4. T
5. F

LISTENING

co%

APREHENSITON

~ L N S S

£
Some anti-pollution ... '
Nationé1‘1egis]ation

One with air pollution. One with water pollution)

-
4

L]

(1 mark for true/1 mark for falseionly if corrected)

<

Divide by 2

\

Listening TOTAL °,

b

Writing TOTAL .

EXAM TOTAL

‘e than'ﬁocgl legistation ) 5 marks

100

7 marks

u

L2y

8 mark;

) 4

—_— e

20 -y,
s
10
—y
10
oy f
j
30 J ..
4
©
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}




-

Be

APPENDIX C
" S .
I 4 N - g
3 _

B v by e v s Al Pl e e s =

N

.~
e— g

v
1

o

e



/.

\

A

LEVEL OBJECTIVES ~ INTENSIVE PROGRAM

Intermediate A - Intermediate B

INTRODUCTION: Students at this level are making the traﬁsitioh to the

particular activities of an academic environment. In
this level students will be introduced to'study skills:s
making an outline, note-taking and using 'a dictionary. N
The objectives will be accomplished through newspaper

P

resentations, discussions, EAP reading and writing °

materials and videos.

A. Discus

p

sions and Related Activities:

urpose: to enable students to initistu and participate in é
discussions

Description:

1.

L.

Students should be able to use a short reading passage
of general interest as the basis for discussion after
answering comprehension questions orally.

Students should be ab]e'to'select a topic of general
interest suitable for class discussion, prepare an oral
introduction and lead a discussion.

B. Academic Reading and Writing and Related Activities:

pa—

Purpose: to introduce students to the type of readngnd

writing activities necessary for academic pur oses

Description:

a) -students should be familiar with the techniques of skim-

ming for the general idea and scanning for particular
information in periodicals, newspaper articles and -text-
book-1ike material desidgned for language learners. o

) students should be able to do.intensive reading. They
should be able to recognize main points and contextual
‘referénce ahd be able to make inferences, answer compre-
hensive questions and defend their answers orally.

Py : .
L) students should be able to develop outlines based on

-reading, discussions and video.

) students should be able to write exnository compositions.

The focus should be on organization and should include an
opening and c]osing paragraph and main ideas ‘and
supporting deta1ls.
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C. Listening Comprehension and Related Activities:

Purpose: to enable students to understand ungraded
listening material

' Description' o
1. Listening comprehension passage .

a) students should be able to 1dent1fy the main 1dea of
pas§ages and answer worksheets.

b) students should be able to work in groups in order to
reconstruct listening passages from no;es.

2. Video

a) students shouid be able to follow general interest
and public affairs programs in the video lab.

“b) students should be.able to takeinotes and work from
them to do worksheets designed to aid their
comprehension. ”

c) students should be able to discuss their notes in
groups:

-

D> Newspaper Presentations:

Purpose: to give students practice in gathering information
from ungraded reading material of general intérest
‘ and passing this information on to other students ;

Description: - v

1

1. Students should be able to:

a) skim newspapers and‘periodica1s to select articles of
general interest appropriate for‘présentationrin class.

* b) make well-organized notes on the articles identifying
main and supporting ideas.

c) present the articles orally from notes.

2. Students should also ne able to:

1

d) follow and understand the essential points of newspaper
or magazine presentation and take well-organized notes.

e) write a summary of the presentat1on in paragraph form
The summary-should include the main ideas and
usupnorting details in a logical order.,

‘e
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D. Newspapaer Presentations: 15 marks

"MARKING CRITERIA ' D , .

N
i

Level' IA . \'

A. Discussion: 10 marks

. e ey )
This mark is for discussions based on reading passages as well.as

discussions introduced by students.. {(See level objectives). At this
level the student should be able to express his ideas clearly and use -

conversat10na1 strategies listed in the level obJect1ves

ot -
¢ ’

B. Academic Reading and Writing and Related Activities: 30 marks

This mark includes an evaluation of the student's ability tq deal w1th

reading, writing and discuss1on of an academic type. v

.a) reading, 1nc1ud1ng~d1scussion df'read1ng materials _(15 marks )
b) writing '(15 marks) !

N

- writing un1ts (EAP type) !

.- compos1t1ons based on reading, videos and d1scus§1ons

C L1stening Comprehens1on and Re]ated Activities: 15 marks

This magk is based on student 's worksheets and notes on listening
passages and videos. -

v ' - -

. ' X .k
This mark is d1v1ded into 3 parts.

a) presentat1on (5 marks) ‘ .
- notes on the article , ' . .
- oral presentation ‘
- responses to questions and reqﬁests for clarification

b) (5 marks)

* note-taking - the notes should 1dent1f/ ma1n 1deas and support1ng

detalls
c) (5 marks) .

summary - summaries should accurate]y reflect the ma1n-1deas
identified in the notes

5,

-
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o EVALUATION OF WRITING

IA

- < oy

.

1. Organization , o .

_-appropriate statement of toﬁ%c sentence in paragréphg -

’-appropriafé statement of thesis (cBntfol]ing idea)- in
composition (introduction)

30 -main ideas appropriately supported (bod}i
-appropriate conéluding statements (conclusion)
| . . .
" 2. Content )
‘-relevance ‘of ,ideas )
25 -clarity of ideass . - L
~-vocabulary ) . h
. i ¢ '
~ 3.~ Grammar . o
\ -word order T R
-parallelisis . - ST
-sequence of tenses -
30 -clause/sentence distinction
-subordination - >, ‘ |
+ -appropriate use of markers of chronology, listing,.. |
. ’_ transition, contrast,.cause and gffect,'exemp]ﬁ?ﬁcétionf

v
»

~

4. Mechanics .

~-punctuation
-indentation ‘ -
w 15 -spelling P .
-capitalization N
o - : N
v L4
k4 ' P
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LISTENING:

. (vidéo)
1% .hours,

(for teachers only)

TEACHER'S INSTRUCTIONS o
, - - {Gold)
FINAE EXAM ~

LEVEL IA

.
. '

- .

»

. IMPORTANT: \Hand out and co11éc€_ea§h part of the exams feparate1y

in the follofing order:
}

1) Readlng ' J

- 2) L1sten1ng (V1deo) s . '
3)-Writing N

" READING: .Allow approkimat:,!§phe hour L o

@
*

The video consists of a twenty-minute segment of the

"Gold" National Geographic.program. However, the’

program is not shown cont1nuous1y. At 354 on the

video "counter", the video is stopped, adwanced to 431

and then shown until 487. India is the topic of the last

section. , ’
This is shown ‘three times

. §tudents listen and take notes , X
Hand out the worksheet and have, students answer from
their notes ‘ 1 )
Collect worksheets & notes from students

. Students should prépare and hand in an outline
Give students line paper for the composition.
Allow approximaté]y (1 hour) h -
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" FINAL EXAM o ' 107
LEVEL 1A

NAME :

READING COMPREHENSION

Read the following passageﬁand‘tomplete,the eiercises-that follow.

(1) STnce ancient times gold has played a major role in the 1ives .
of men. (2) It beckoned Alexander the Great to march into Persia '
and made the Span1sh and Portugese sail their ShlpS 1nto unknown seas.

(3) At present it continues to have an effect on the nations of the
world as a major currency. . o ) ' )

(4) Gold is fourid both -on the suface and in the depths of the

_earth. (5) WNature and time-have combined their efforts to break up

some of the:origiha1 rocks. (6) As a-result, much gofd has been
washed down from hills and mounta1ns and settled in river beds.

(7) Thewrlchest depos1ts, however are found in the depths and not
on the surface of the earth. (8) The search for gold has already
led '‘men deeper 1nto the -earth than anyth1ng else and with the use of -
moderh techno?ogy they are planning to go stiil deeper. (9) It is
honed that the new rocktu?t1ng mach1nes wh1ch are fast rep]acxng

-dydam1te will he]p in this quest

. )
(10) The warld's rrchest gold bear1ng deposxt wh1ch was dis~

\

“covered in 1886 T1es in South Africa. (11) Here fifty mines "yield
, more than.nine hunoered tons or two-thirds of the world's production

' are hard1y h1gh enOugh to sit up

of gb1a'; year.. (12) This enormous amount .0f ore is extracted des-

_pite'the fact that it,tékes two and a half tons of rock to produce

ofle -ounce of gold.  (13) " The extraction process is a difficult one.

" (14) Mine workers. face constant discomfort and danger (15) Often ;

(16) The temperature, which can
rise as high és‘105 F by the 10,000 foot level, is -a problem., (17)

the men haye to work crouched bettjpn rock shelves as many places’

‘ITheée‘ex&eedingly high .temperatures bring thg danger of heatstroke..

{
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,(18) Mine owners try to counteréct this danger'by requiring newly-
hired miner's to undergo a special training program to build up the
heat tolerance necessary for working in a mine. (19) It is neither.
p1easant'ﬁbr safe work, yet men continue to sign up for- these joﬁsﬂ; N
R year after year ad there is no shortage of help. e

(20) Statistics revéal that, in the past 6,000 years, 80,000
metric-tons of gold have been mined. (21). The biggest single na-
tional reserve of gold, eight thousand five hundred and eight-four
tons, belongs to the United States. (22) Half of this is §tored in

(4) Fort Knox and the rest is scattered in several other places in the
United States. (23) The biggest accumulation of gold anywhere,
- twelve thousand six hundred metric tons, is stored in the vault of
the Federal Reserve Bank of New York. (24) This gold is the pro-
perty of eight nations. ‘ o

(25) There is as well a great tradition attacheg- to gold. " (26)
s ) It occupfes an exhalted place in many cultures. (27) In fhana, in
West Africa, it is believed that a dead man should get a bit of gold,
preferably gold dust straight from a river and tied in a little bun-
(5) Q]e to hisl1oincloth, before buriel. (28) In Japan, there is a three
hundred thirteen and a half pound tub made of tventy-two carat gold.
.(29) It is the largest gold object in the world and it is believed
that a dip taken in this.precious tub will add a year to your life.
(30) These beliefs join the traditions of many parts of the world.

(31) In recent years, gold has been commonly used in science and
Jethgology. (32) The ab%]ity of gold to reflect the infrared: rays of
" the sun has brought it into demand-in stch djverse places as office
windows and astronauts space helmets. (33) It car be fiquified and
then spread exceedingly thinly over the surface of a wiﬁdowﬁ (34)
(61 This Tayer of gold on the window reflects a large portion of the
" scorching infrared rays of the sun. {35) At the same time, because

the gold is~sp;ead so thinly, light can still pass through the window.
. /,’\\ -
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(7)

. In short, it is a universal metal.

4
<

-t
A

. . )
] . . q{
- .t

i

(36) Consequently, while-peop]e can see out relatively little -
heat can come in. (37) This reduces. thq_need for air-conditiening
and conserves energy. (38). Similarly, gold is spread in the ‘
plastic visors of afrtightxéﬁace'he]mets'worn~by astronauts. (39)
Here it prevents their heads from becoming danderously hot.

<
-

(40) Other'characienistics of gold include that fact that it is
not malleable, that it is such a fine conductor of electric currents
and’ that it doesn't corrode. - (41) For these reasons it is particu-
Tarly useful for pocket calculators, T.V. sets and computers. (42)

. ae B e S
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PART A. © NAME:

-

4

\ , .
Write "T" in the space in the first set of brackets if the following
statements are true, and "F" if they are not, according to the
information.contained in the passage.' In the second set of brackets
write the number(s) of sentence(s) which provide you with the
necessary information.

-

1. Gold has been deposited in river beds as a result
of natural proceésses. ° () ¢ )

2. Whereas in the past gold nroduction was encouraged,
today, people are not anxious to increase that B
production. . ‘ (f Yy ()

3. The working conditivns in the mines demand that a
miner be trained for this work. . , )y )

4. The gold in Fort Knox belongs to eighty natjors. )y ()

o«

) X

5. Because gold is heat reflectant, it is used to coat
the windows of large office buildings. i )y ()

vy

6. There is only one princinal reason for the
technological use of gold - it can be spread evenly
oh many surfaces. () ()

- -
© o W ok e
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PART B. NAME :

Short Answer Settion. Provide short but complete answers to the ‘
following questions. ' .

y -~
-~

1. Explain.by what process gold is extracted. ‘ L Q
' B ) \*
;;;5” ‘ L ]

2. Where is most géfgffound? _ ' o ,

3. How will-gold be mined in the future?®
. ( - )

4. Ljst the evidence given to support the fact that extracting
gold is difficult?

-

Al
N

5. In what way are mineowners trying to lessen the danger of heatstroke?

6. Does the difficulty of mining work have an effect on 'the availa- ¢

bility of manpower for the job? Explain. . : L ;
) ;:

7. What are the properties of this metal which make it ideally suited
for scientific and technological uses?

etk g ta e b




PART B.-

wo |,

10.

PART C.

. NAJE : 12

(cont'd)

Where is the Targest national reserve located and to whome does it L

belong? .
gr - %

Explain the Japanese belief concerning gold.

)
*

Explain the difference between‘the traditional belief concerning
gold in West Africa and in Japan. )

.

Main Ideas :

The best heading for Paragraph 1 is:

a. The Conquest of the Ancient World ' ]
b. Gold - Its Effect on Man from Past to Present

c. Gold - The Major Currency of the World
d. your own heading:

The main idea of Paragraph 3 is:
)

a. The working conditibns in South African minésl ' o ,
b. The gold extraction process in South Africanmines ? RN
c. The discomfort and danger of mining | '
d. your own heading: l

State the Main Idea of Paragraph 5.

The Main Idea of Paragraph 6:

v
[ Y
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‘ﬁ‘ FINAL EXAM |
' | T8 (O L
N NAE ‘ '
VIDEO WORKSHEET - Part A‘ - . . r: 0 |
Answer the‘f°”°\“"9 T/F, and completidn questions. If the T/F E vl

answer is false,‘correct it by providing the true information. '

1. T F ~~ Unlike the past, the U.S. currency is no longer

.based on gold. . o
2. . T F The importing of gold 1nf6'lhdia is 11legal.

: . )
3. T, F In Italy, it woald not be uncommon to f1nd 10 000

) lira notes in use. .
‘ -
) ) ' \

‘4, South Africa produces % of the world's gold.

5. Give the percentage of gold purity in the gold bar. - %

——

6. In India most gold is in the form of

7. In South Africa, ‘'underground mining acc1dents take

wt’

lives a year. K =
’ A
8. Howclény tons of rock must be blasted out to get 1 ton of gold. - -
!' \ [
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VIDEO WORKSHEET - Part B
> - Anshér the fg]]owind questions as completely as bossible:

1. List some of the uses of gold mentiohed in ihe video:

-

A Kl ' ; ' ' "

v -

. ) N r .
- 2. Explain the reason(s) people want to raturn to the backing of
L . . Ppaper money with gold. Name two examples to support these
reasons. ' ~ - .
. : e ‘
s *
o .
‘ ’ I."
. 3.~ Why do French,citizens keep gold in their cellars. ) N
v o ’ " T a &
. - ‘ : L
v R ’ ‘ - &4, Give two reasons why gold is used ,in religious ceremonies.

t
'

5. Actording to this program, what are the wages and wonkiﬁg condi-~

tions of South African mineworkers.

'
i ! o « ~
“ D
- -
.
N
.

- iy
6. What are the differences between white and black workers in-.
o . South African mines? :

L ’ 3

tirg

o oo len o

s e AR e et 1 e o M

- e

LRl g 7o 7



ey

a

\ -~

VIDEQ WORKSHEET - Part B (cont'd) ‘

7.

. ¥ " )' .
8. On her wedding day an Indian bride wears all of the gold she owns

»

L]

.

What are the reasons Indians keep gold

v

4

for two reasons.

115

Rl

[



‘ o

+°

P - [ e

FINAL EXAM
LEVEL IA
> . « NAME :

WRITING:

.
?

Write a composition on the topic:

Precious stones and metals and their uses in
. different cultures’

PART A. .

»

Y

[y

Develop an outﬁne/for your composition. Hand the .outline in.

116
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ANSWER KEY (cont'd)

~  VIDEQO WORKSHEET - Gold

]

<4

6. one white' worker - every 9 blacks
white engineers - blacks unskilled
skilled |
7 x pay of blacks
- strong union
7.  Hindu symbol of wealth
‘ brings prosperity & luck to wearer

8. fertility. \
only valuable she can own

DISTRIBUTION OF MARKS

PART A. -

U]
oo

1 p;. x 8
PART B.

2pts. x 8 16

= n

“

. NOTES 6

!

30 "g Divide by 10

17

LN .

.
.
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. . - .
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" FINAL EXAM

LEVEL IA .

ANSHER KEY - Gald,

READING: (Total of 30 - divide by 3)

Part A.

1
2
3.
4.
5
8

Part B.

M = M =~ M =

1 mark each - 6 marks  '(no marks unless both parts of
the answer are correct)

®

6

8,9

19,19.
21,27,23,24 .
32,34-3€

40,41

2 marks -each - 20 marks

,‘ h , .
- Open ended questions based on the text

Part C.

A W Ny -
- . . .

+

Main Idea "1 pt.

b

b

'

4

Total - 4 marks

traditions which use gold, gold and culture -
technologital uses of gold, reflectant qualities

Div;ide by 3

PR o T S L B

Total - 30 marks.‘

Total - }0'marks
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~a.  money

FINAL EXAM

. LEYEL IA .
- , . )

' ANSWER KEY
- | '

Video Worksheet - Gold

T (based on crediti
T '
I

50

99. 6%

Jewellry )

400 )

100,000

*

.

d. religion -
adornment
C. te;hnoTogy

security - Germany
stop inflation Italy

distrust economy
sanse of security’ v

‘lasts forever

reused

5% a-day
- bonus 46 a month

3 days of f every 2 weeks

_.can ‘go home at set periads

work Zﬁﬂes below earth
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ENGLISH ABILITY PROFILE - . : '
. « 4 ' ' '
. )
. ,
‘ STUDERT” * . DATE :
" COMPUNENTS .’ RANGE DESCRIPTION R ‘

.

COMMNICABILITY  20-18

& ORGANIZATION

‘
-

EXCELLENT TO VERY GOOD: fluent pxpression - ideas cledrly stated/
supported - ductinct - well-organized - points logically developed -
~cohesive . o

17-14 500D:  somewhat choppy - lo'(as‘e}y organzed but main Meas"siand out
d’mited‘suppbrt- wedk logic . ) .
13410  FAIR TO POOR: non—f'luent .. ideas confused or disconnected - lacks
' logicéf sequencing and development - . i
. 9- 7 VERY POOR: does/mot communiate -, no organization - (OR) not enough
written to evaluate C! . .
CONTENT 30-27  EXCELLENT_TO VERY GOOD. substantive . thorough developnent of thesi’s
v . relévant te assigned topic ' :
: 26-22 6OOD: adequate range - 1ipited development of thesis - mostly rele-
A . vant tb topic, but geneFal . ..
21417 FAIR 70 POOR: 1ittle substance - inadequate development of top: ,
16-13  VERY POGR: non-substantive - irrelevant - (OR) not enough to evalu;te
V&CABUU«RV' _20-18 . EXCELLENT_TO VERY 000 sophisticated ranje ™ effective word/idiom
‘ clioice & usage . shows word form mastery - appropriate reqgister
17-14 GOOD: adequatc range - occasional errors of word/1diom form, thoice,
usage, but meaning not obscured
’ 13-10 FAIR 1O POOR: limited range - frequent eérrors of word/idior forr.,
chaice, usage - meining confused or obscured
; 9- 7 VERY POOR: essentially translaticn . 1ittle knawledne of Lnalish
N wvocsbulary, idioms, word form - \(OR) not erough to evaluate
LANGUAGE USE 25-22  EXCFLLENT TO VERY GOOD: effective complex com.tructions  few
errors of s-v agreement, tense, number, word order/function,
artitles, pronouns'. prepositions
21-18  GUO- minor probiems 1n complex constructions . several érrors of
. s-v agreement, tense, number, word order/function, articles, proaouns,
prepositions, but meaning seldom obscured
17-11 FAIR TO POOR: major problems in simple/ nmplex constructinds .
frequent f‘vagments. run-ons, deletions & errors of $-v aaieevent,
tanse, number, word order/function, articles, prnnouné. prepostlions
10- 5 VEBY PONR: virtually no mistery of sentence construction rules
dominated by fragnents, run-on3, deletions & errors of s-v agreement,
tensé, number, word order/function, articles, pronouns, prepositions .
{OR) not enaugh to evaluate
HECHANH; 5 !'._XC!LL[—;‘-'T_T_O VEPY LOUD  dewnnstratrs m.)',t;ry r,[l conventtone .+ fow
errors of ',peHing. pune tyation, ,_c‘witullutlun. pdraqrapl req
‘ 4 GOOb- occastonal errors of spelling, punctuation, capitalization,
paragraphing
3 FAIR T0 PODR. frenuent errors of spelling, punctudtion, capitalize-
tion, paraqrug'hing ¢
) 2 VERY POOR: no mastery of conventions - dominated by errors of spelling,

punctuation, capitalization, paragraphing - (OR) not enoujht to
rvaluate 4 ) .

TOTAL SCORE
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